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Preface

He nre indebted to Alfred Binet as the progenitor of much or the

inspirntion fbr the reeecrch reported in this volume. His book Les Idees

\Nbdenne;fgnrhen;ﬁnrnnts (1909) it teetimony to the ancient adage thet nothing

; 'vci7-~€gjundcr the sun is new.l Binet, ‘creator of the prototype instrument to "expose
‘mnntnl defect tock greater pride in hia pedngogy for what he called

‘"educlting intelligence." He, who did more than other scientists of his day,

7licﬁi§;incnt wns ‘triviel in ccntrant with unraweling the puzzie of mental

,.‘

retnrdntion, i.e., in discovering those interventions that might deal most

:I:velv with the problem ot intellectuel limitation, that might educate

_n, ,,“nh»_m —

|
}
. to qpnntiry the price-the consequence—-or mental retardation knew that his

# . a Ae_,v,.

[ fthnt night prevent intellectual disorders. On the one hand
he hn&w thwt ir littlewna dnne rur the intellectually limited, 1f there was

%

“x}antiveuedncationnl intervention, these children wculd waste time
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cuitivating, and strenghtening thez attentxon, memory, perceptlon, Judgment

and will of this enild. Hie currieulum design gave answers to three
questions.‘ who is the teacher? What does she teach? What 13 her method?
Binet viewed the +eacher as an observer, one wno knows each child in the class,
one who is able to adept 1nstruction to meet the 1udividual needs of each

child., mo avoid discouragement, eonfn31on, and bad work habits of pupils. she

places instruction on the pupil's level of ablllty. She begins with t own
and preeeeds to the unknownt She does not take for granted that alL cnlldren

come to school with a backgraund of experiences that are eeaducnve to
auccessful learning in the school setting. Her method ia not te teach chlldren
the‘idea which seems nost uaeful to them. Her prlmary duty is to prov1de an
environment where children "learn to learn." Hers is a "var on verbalism"
and passivity. Her methods demand that students be active, be discoverers.
Truly; Binet! 8 pedagogy centered.upon the prov1sion of what modern educators
term the "discovery methed," i.e.“ the reliance on the child's natural
curiosity and abilaty to explore hia environment, come to grips with the
_meanzng or it, and develcp his facultxes fbr 1earning through this experienee,
Why did Alfred Binet concentrate his energies and genius on the study of
mentally retarded children? Fdrst, he expressed a great end natuxel pzty for |

this'nnfbrtunate group or yonngsters.‘ Seeondly, he hed a strong desire to

build whnt he enlled "@ noeiel derense," a plen to rednce the number of those !

who otherwiae would be expeeted to become burdens of‘aoeiety. Hewever, his
chiet interest in thi d con e ed iteelf nith the firm belief thet the |
study of . reterded ehxldren aervee all children' the pedagesy thet ean

edncate their intelligence mny educete the intelligence of typical and brignt

“children. :

" " T R R T R T R R O O R IO R R R R R O IR TR REIERETO ™ Re~
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In principle, the objectives and Justifications of our research are

identical to Binet's. What Binet felt as "pity" we describe as”éompassion

for an overlapping group of youngsters who are continuously confronted with
im@ossibletasks_both in the school setting and in their attempts'to create
1ndependent”and‘contribhxing lives for themselves--the mentally retarded and
the cﬁlturallydisadvantaged. Secondly, in this age of increasing automation
and induat?ia¢ technology, we are grievously disturbed by the politlcal, social,
and moral consequences of a Jobless, disfranchised. and helpless segment of
our society. Lastly, we are in full agreement with Binet that discoveries
made concerning the educability of 1ntelligence are applicable ‘to all children.
not “only those with the most overt need, the mentally retarded and disadvantag-
ed; |

To summarize, it was the vision of Alfred Bimet to design an environment
that,wbuld‘be poverful enough to intrude upon the lives of retarded children
in a way that would reduce their messive inability to comprehend and profit
from the achool"setting.‘ With two major exceptions--one in the realm of
research strategy and tactics, the other theoretical-this too is our vision,’
Binet centered his pedagogy ‘on the wareat:xmexr!; of the conaeguence of mental
retaraation. Qur attention is to the treatment tnaf may serve to prevent the
condition from\ariaing.A Secandly, we cannct assume & fixed intellectual
ceiling It 1a not that we wish to argu» ‘ageinet the notign of some finite
point, beyond uhiek huﬁan beings cannct uttain. However, we have observed that,
when dealing with the concept of ”cqpacity,” the hi&tozy of beﬁawiofal science
is teplete~with a charnc eriafic undereatimation of human achie*,ment.

Untbrtunatexy, these undareatimutea are often designated as "overuachievements "

an abviuus aon -eguit AY the present ‘time, with our limited experience in

dcaling uith the ubility domains of man, we believe it ra: more prudent to




leave open the‘question of his eapacity.

it was the original purpdse of this research to locate a group of preschool
children drawn from familiea designated as "cultural familial mentaliy retarded"
and to pfbvideythem.with a variety of‘experiences calculated to engender and
reinfbrce attitudes, motivations, and cognxtive skills considered prerequisiter
for normal 1mte11ectua1 and academic growth. We expected that, in comparison
with an qpprqpriate control group, experimental children would display
significantly lower intellectual and academic deficiencies so frequenily encounter-
ed among children reared in such families. Our basic premise was that
iﬂtelligence is educable and that if we could provide a sufficiently powerful
intervention for children "deetined" to become mentally retarded, this retarda-
tion eould beprevented or, 8t least, mitigated. We learned during the course of
this project that as our research proceeded, its direction and focus deviated
more and more from our original purpose. As descriptions of our strategies,
tactics, and experiences unfold in thie monograph, we expect it will become
clear to the reader that the title of this report reflecta our original |
eoncepmualmzations and intentioas rather than how we actually proceeded and
what we learned, Unfortunately, in order to preclude retrieval problems for
in&ividnals tryiﬁg,to locqte reperte of federally sponsored research, titles of
such final reparts muet be identical with enes ennear*ag on original contracts.
The ﬁllawing should eommunxaate our dilemms insofar as a discrepancy exists
hetween the title of thxs ‘report and its contents.

It, after the first year of this research, we were asked to submit a 7
nnnogruﬁh on our findings we probably would have titled it, Educating

Intellﬁggnce- A Stuuz in the Prevention of Mental Retardation. Had we the
‘Ireedom to title this monograph now in whatever wuw we wiahed, there is no
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doubt that we would select a title which has reference to the Determinants of

School Behavior of Disadvantaged Children.

The research we report in this monograph--made possible through a grant
from‘theﬂunited‘Stateg Departmegt of Health, Education and Welfare, Office of
Education, COOperative Research Branch and considerable consultive and personnel
support from the Division of Mental Hygiene of ..e Massachusetts Department of

Mental*Héalth;-incuraﬂfor us numerous debts of gratitude that we will find

'difficult to repqy. Dr. William Carriker, formerly of the United States

Department of Heelth, Education and Welfare and now Professor of Special
Education at The Pennéylvania State University, and Drs. B. R. Hutcheson and
Lewia,B. Klebanoff of fhe Massachusetts Department of Mental Health were staunch
and . sympathetic supporters during the years they served as liaisons between
their agencies and our proJect staff.

To Dr. Malcolm Farrell, Superintendent, Mr. Lawrence Gomes, former
Principal, and the staff of the Walter E. Fernald State School, Waverly,
Massachusetts, we are indebted for the valuable space given us to establish a

laboratory at Fernald and for their cooperation and goodwill. We are grateful

for the cooperation given us by the Newton, Messachusetts Public Schools, its

staff and, especi&lly, Miss Margaret Otto, Director of Special Education. We
are equally appreciative of the cordial reception we received from the Waltham,
Massachusetts Public Schoqls; gnd‘in Qarticular, its Director of Special
Educatioh, Mias Eleanor Malloy. Certainly, without the support and skill of

Miss Elsa Baldwin, Director, the staff, and volunteers of the Cambridge

]Neighborhood House; there would'have beeh untold'difficulties in selecting an

'adeqpate subject population.

Wb have great appreciation for Dr. Omar K. Moore now at The University

of Pittsburgh, and'his staff st the;Reaponaive Environments Labqratory‘at
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Hamden Hall Country Day School. The generosity in permitting us to observe
tﬁeir broject. in agreeing to ﬁarticipate in the training of our booth
aﬂpervisor and in sharing with us their theories and techniques place us in
tﬁcir debt.

For all of the booth teachers--too numerous to mention--who served our
project so éonscientiously and skillfully we have the deepest respect and
admiration. For her exceptional service to the project, for her deep under-
standing of human nature and the frailties of human beings, for her skill in
dealing with children and staff, we wish to single out Miss Ruth Wong, head
booth teacher, and express our deepest gratitude.

Td our head :lassroom teachers who gave unselfishly of their wisdom, skill,
and compassion--Mr. Samuel Wakshull, Mrs. Jean Friswell, Mrs. Ruth Allen, Mrs.
Beverly Bates, and Mr. Barold Woodward--we offer our praise for efforts above
and beyond those normally expected of professionsl workers.

To those who dir.cted our psychological testing, case finding, and family
evaluations--Mr. John Ogonik, Dr. Richard Brodie, Miss Sandra Haughton, Dr.
~ Thomas Mahan, M Robert, Wise, Miss Helen Garretson--may we express our sincere
appreciation for competent clinical endeavors and supervision of stafrt. We
appreciate thcﬁillingneas of Dr. Newell Squires in handling both the medical
evaluntionagofrour subjects aud the numerous minor illnesses and injuries that

occurred during the project years. We would be most ungrateful if we did p=t

L

offer appreciation to Mrs. Dorothy Tucker for the support and supervision ghe
gave 6ur clnsaroqn.teacherianﬁto Mrs. Ethel Dwyer fbr'tbu‘development of an
excellent nnuic‘prog:un for the project classes. o AR \ |
To Mr. George4th S8on, Miss Lucy Juralewicz, Mrl; Fllen Letterman, Miss
Betty'O'Kbefa,.nnd'ura,vNancy‘Perkinson. we are<grqteful for patience with us,

RIC

i '
i Aruitoxt provided by Eic:
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for efficient handiing of our office problems, for typing of our manuscripts,
and for level-headed competence.,

Dr.‘GenrgerBrabner, currently Associate Professor of‘Speciél Education at
Ygahiva UhiVersity, served thié project for two years as research associate.
‘Through his efforts, we were able to keep rather careful records of the
.activities of teachers, their curriculum plans, and classroom programs. We
are grateful for the attention he gave to the many and varied mundane day-to-day
problems that proJects”sﬁCh‘as ours always encounter. Further, ne was

| responsible for a significant share of the theoretical formulations and
1mp1eﬁentations relating to the qévelopment of our curriculum.
| Dr. Seymour Sarason, Professor of Psychology et Yale University, was much
more then a psychoio;ical consultant te’ this study. iiis earlier conceptualiza-

tions, summarized in Psychological Problems in Mental Deficiency (1959),

provided us with a theoretical reference and ideationsl stimulation to design

and”develcp this reséarch. Further, he devoted five yeafs as our primery source

of consultation, feedback, and encouragement.

To our former‘deah, Dr. Max Goodson, currentiy Professor of Educationsl

Paiiqy‘Stu&ies ax‘the Uhiversity of Wisaonéin,‘and our curreui dean, Dr. Jack

? | Childresa, the staff, and Special Education faculty at the Boston Unmversmty

“ School of E&ucaxion, we. apologize for the inconveniences we may i.uve caused
dnring the eourse of thzs reaearch, In spite of our d;sconcertlng aaneuwersﬂ
‘theip,conperation‘and goodwill have been unflagging. |
o Our greateetvindebtedness istathe‘familieéwho‘pérmitted w8 to intrude
ﬁ@on”their iives and whbfentruétedjné with their“éhildren,vithout whonm this
project wbuld have been neither possible nor necessany We dedicate this book,
not only to what their children are but to what they nay one day becone.

_ December, 1965 e | F.G.
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Crapter I

Introduction

The present study, althoughulimited in scope, is‘concerned with aspects of

' the very broad, complex, and signiflcant problem of the relstionship between

soclal clsss background, on the one hand, and intellectual and acedemic growth,

on the other hand. More specifically, we are concerned with some of the usys

in which intervention into the preschool and early school lives of lower-class

'children reduces tne llkelihood that such chlldren wlll develop intellectual

and scademlc def1¢1t8~~9 mental retardatlon-so frequently found in chlldren

- from such backgrounds.‘rBefore proceedlng to a detailed description of our

| study and the body of research to which it is relevant, it would seem appropriate

to discuss briefly'the fact thst applied'socialvscience has only begun to take
seriously the concept of soclal class status or background. |

| One of the most distinctive and 1mportant oroblems which has come to
concern American social and behavioral scientists involves the nature and
correletes of social class status. Much of‘the pioneer work in this problen
ares comes from fields (e.g.. sociology, anthropology, pollticsl science)

little concerned with the prectical implications of research findings, which is

,"not to say that workers in these fields were unaware that a fundsmental

‘concept such as social clsss hsd obvious signiricsnces for political action,

social plsnning, and socisl orgsnizstion.‘ More often than not it was not
until a particulsr problem erupted 1n varying degrees into nstionsl conscious-

ness that it was viewed snd studied in terms of socisl clsss vsriables with the

°‘eim or developing a more erfective way of coping with the problem. :

Mental retsrdstion is a clesr example of an important problem area which

‘only in recent years has been systemstically discussed in tcrms of the socisl

‘,fclas: vsricble. For,deccdes, mental retardation was of lntcrest,primsril& to

, : 1. 7, a

I R, Y




- certain medical, psychological, and educational specialists as well as to state

a&ministrntorn who tendnd,to #iew institutional custody as'society's majon vay
of coping with the diverse'aspects of the problem,

‘Onlysincezworld.War4II has mental retardation come to be recognized as a
nationsl problem and one which has to be‘viewed'ané sﬂudied»within the context

of our social"twaditions, pnacticen, and“orgenization; This is but another way

\‘
l‘

of sawing that as our society became aware of the enormity of the problem-~in
terns or the number of individuals involved and the inadequacies of our
anowledge--it wes 1mplicit1y assumed,that mental retardation would be freshly
viewed and studied by tne social and behavloral sciences and that knowledge
7‘would be forthcoming which would be the basis of more eftectzve social action,
| (A aimilar assumption wan made about the biologzcal aspects of the problem
and in light of tne rosearch done in the past 15 years there is little doubt
‘that this assumptxon was a valid one.) |
It vould be a gross distortion of the history of the field to imply that

~in.terett in the rel&tionship between mental retardntion and social class is
of recent origin. Such an interest ‘vas early guaranteed 80 to speak, by the
ineccapable fact thnt the lnrgeat subgroup in the mentally retarded population
'was round 1n a. oertain part ot our sooiety. we refer here, or eourse, to what

over the yblrs hns variously been called the gnrden-variety, or nubcultural,

or ¢ cultural funilial, or flmilial detective individual At least rive

ehnrectorintics of these individnnlc hnwe long been described: (a) by

-‘=traditionnl nethods or evaluntion their intelligenee was subnornnl, (b) the

.intellectunl level and locial adeqyaey of the parentt oppeared also to be

subnormal , (c) there was no dincernible central nervons ayotem pathoIOgy, (d)

‘*they wero‘born”into, and reored in, & eultural nilieu,uhich vas “inrerior“ to
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part ofynhecase load of many social agencies. Unfortunately, the awareness of
a relationship betweenfthis type of mental retardation ond social-cultural
'variables wné‘neitner related to theoretioal and research developments on the
concept of social class nor resulted in research on the problem by those in the

“ rield of mental retardation.' This is hardly surprising when one considers

k“'that it ia only in recent years that the field of mental retardation has shown

 signs of becoming‘partkor the main stream of thinking and research in the
behavioral sciences. . For example, it was not until 1956 (Musland, Sarason, &
Gladwin) nnatnﬁe encountered»the first systematic effort to view mental
retardation from the stand901nt of social-cultural variables and research.

| That this was the work of an anthropologist (Gladwin) is not without importance
fin 1ight of the earlier isolation of the field of mental retardation from the

, behavioral sciences.

The earky recognition of the relationship between a particular Lype of

~ mentel retardation’and social class factors (implied in the label "subcultural")

'd‘qnickly becahe eanght uprin the nature-nurtureecontroversy. This controversy

- vill be reviewed in the next chapter and does not need discussion here. What

e‘is important about this controveray is that it did not give rise to systematic
‘ iattempts to. study the problem hy planned,interventions and changes in this

partieular social milieui Interventions in the forms of sterilization and

"Vseparetion or child rrom ramily by institutionelization were not done for the

| urposes of reaearch. In eddition, the conseqnencea of such interventions,
..however Juatified they may be in the individual case, raised as many (if not
‘mpre) -prodblems then they~resolved.~—1n -any - evont ‘we are not. sware that such
“interventions hnwe throvn light either on the nature-nurture problem or on the

7role or social clasa factors on the type of mental retardation of which we

i

other strata of our society, and (e) they represented a disproportionately large

i




_have beenspéaking.

The situation today is quite different. Whereas formerly there was aware-
ness is reflected in a variety of research efforts to study lower-class cultures
in order to clarify the relationship between social class variables and
intelléctuglandaéademic performence. Several factors account for this
encouraging change:inresearch emphasis. First, our society, having come face-
to-face vith the eﬁormity of the problem of mental retardaticu, has begun to
make ‘funds available for research at & level undreamed of in the past. Second,

'thé”réeOgnitidntmatinstitutioﬁaliz&mion was a grossly inadeguate means of
handiing the prpblem, particulariy in regard to the lower-class mentally
retirded child, emphasized theneed fbr studying»ﬁaya'of maintaining these

‘indiVidﬁals'inrthe cbmmunity. Third; if community schools were to be effective
vehicles for the socializaxion of the‘lower-class childp-l.e., to maximize his
potential for intelleétual and academic growth--the pedagogical approach had to
take into acccﬁnt tpe cnltu:e from which the child came, Fburth, there was

' increased,recqgnitimnof the pdssibility that, 1 social-cultural variables
‘were important in the intellectual growth of the lower-class child, research
'efforﬁs would have to be fbcused’oh the preschool development of such children.
F;rth,'although)theflowmr-cl;ss groups~c0ntr1buté'diaﬁrOportianately to the

- mentally retarded population, partieularly 1r those with borderline A
1ntellectua1 statul are included, it vas of theoretical and practical importance
| to understand why more lower~clasa individnala wers not mantally retarded-a
qpsstlon identical in principle to. that ruised 1in regard tb the relationship

-of Juwenile delinqnency and lower-clals statua. | ‘

It is from the hiatoricsl peropective briefly describ¢d in the previoua
puragrnphs that thc present trendn should be viewtd. In tb&ﬂ study, we
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located a group of preschool children drawn from the lower~class strata of a
community and prbvidgd them with a preacademic and nursery school experiéhce.
In essence, we intervened intothg dailyllives of’thcse~children by involving |
them in avarietyof experiences caJCulatedvtp,éngenderuand reinforce attitudcs;
motivatiohs éﬁd;cdéhiﬁiveigki;lélcgngidéiedjprerequisitesfbr normalfinte;lec-
tual and ;c#de;ic growth. ‘Iﬁ approachingthe problem in this way it was our
expectation that, inrcomparisqn.with anvapprOpriatercentrolgroup,ywe wculd find
avsignificantly lower incidence of those intellectual and academic deficiencies

so frequently found in this segment -of our society.

The Plan of the Book

- In the chapter which follows we endeavored to indicate some of the
hiétorical backgrouhd 6f ééfﬁéin aspecfs of our research. Those workers who
have been in the field for some time will rind little new in the review.
Howe#er, in light of the fact that, in recent years, so many new people have
become interested in mentai’retardaiipn and cultural deprivation, we deemed it
necessary thhtﬁsbms pgrspectife on our fesearch efforts be given. There is,

nnfbrtunatel§, the tendency 1ﬁ~moét'rields for the'younger generation 6f
’reaearchers or practitioners to view those of prevzous decades as disinterested
in or uninteresting about current problems.,. |

Chapter‘III presents,‘in‘some“dgtail, theiproblems we encountered in

ﬂlocgtingandaelgctingaubagcts,;brobigmsvthat:hqweplaguedgarlier‘workera and
made research in this area both intriguing and hazardous. Chapter IV describes
»the menner in vhich tha randomizatién of subjects intoexperiﬁcnthl and non~
| axperimzntal groups wes aecomplished as well as the psychological and social

evaluationn which served as the baseline from which suhseqpent change was




. anslyzed.A | |
"chspters V and VI‘conprise the most lengthy section of this monograph,
perhaps because‘they desl with the most difficult prohlems.- Mbre specifical-

7’ly, these chapters describe the variety of ‘aspects which characterized the
| preschool environmpnt 1nto which the experimental subJects were placed. The
experiences of these cnildren are not meaningfnlly commnniceted by sucn terms
as "curriculum. or "preschool." The scnool setting is an extraordinarily
involved socialupsychological unit which'at present is difficult to communicste
in words, not only because the.setting'is so complex but also because the .
methodologies necessary to describe its important aspects are yet to be
developed. We can only hope that these chapters give the reader some idea of
what was done to and withethese‘chiidrensnd the spirit which characterized
those interactions. s
Chapter VII describes the study‘population on the first testing of Masy of
1962?and after esch subseqnent testing. It analyzes the effects of our
interventions with respect to between-group vsriation. More important, we
believe, is the conslderetion given to the correlates of school success insofar
as can be determined from the entire population studied. | B
The lsst chepter of this monograph summsrizes our 10gistic problems,
strategies; snd tsctics, centering on a discussion of the determinants of
school behswior of disadvantaged children. |
Fbr thc convenience of the reader, and as an attempt to obviete »
iunnecessary discontinuities in the presentation or this research, only the
imost pertinent dsta have been presented in the body of this monograph., All

other data enelyses are located in the Appendix.
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Chapter 11

Review of the Literature: Educating Intelligence

It is the purpose of' this chapter to review and discuss studieé concerned

with ‘the educatien of intelligence. Educating intelligence within'anx

'segment of our soclety has numerous sxgnificances for all segments, It is the

speclflc intent of thls review to focus on two overlapping groups: the
mentally,retarded and,the culturally,d;sadvantaged.

Educatlng intelligence may be thought of as referrzng to procedures and

conditions that bring out or elicit capacities in the individual for changing,

‘both inerete andrcpmplexlty, his learnlng performance insofar as school-related

and‘other problem-sdlving tasks are concerned. The emphasis here reflectsg the
Latin origin of the word education: to lead forth, to draw forth, bring oﬁt,
elicit. Change may be measured tﬁrough the use of intelligence and other
standardized and informal tests. On the behavioral level change is reflected
in the child's ability to handle with‘incieasing skill the variety of problems
confronting him as a student and as a human being. It is our assumption that
change become§4both Sighificentg i.e., important,uand poésible)when'the |

individual: (1) needs to change, (2) aspires to change; and (3) is optimistic

about the possibility for change. Educating intelligence refers to more then

hypothetical "mental faculties or sbilities." It also refers to attitudes

‘sbout self, learning, and abilities without which the phenomenon of change

caanot be‘comprehendad; 'In fact, many of the controversies‘we discuse in this

chapter concern not only the signiricance of "abilities" but also that of

f
4

"attitudee” in the learning process., e T | g
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The literature relevant to! the research presented 1ater in thxé book is‘,

‘,vast, partly because it deals with problems as old as man and partly because‘

the qnestions esked and the answers given were far from clear. It is beyond
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the scope of this chapter to review that literature in ; comprehensive manner.
It is our purpose ‘here to give some historical perspective on the problem and,
hy focusing on certain studies, to indicate what appeurs to be the status of
our knowledge and theorizing and the direetion of future research. The reader
interested’ in pursuing the literature in depth is referred to the following.
Bloom, Davms, & ﬂees (l9b5), Deutsch, et al. (l9oh), Ginzberg & Bray (1953);
Halsey, Floud, & Anderson (196h), Harrington (19oh )3 Hunt (1901), Itard (1962),
‘Jenkine & Paterson (1961), Kirk (1958), Kvaraceus, et al, (1965) May (196h),
McCendless (1952), McCullera’& Plant (196&); National Society for the Study of
Lducation (1928 1940); Riessman (1962); sarason (195%); Schriver (196&) Strom
(1965) Varner (1960), and Wellington & Wellington (1965). |

~ Some Histdrical Trends

The educebility of intelligence involves one immediately in conceptions
of the nature of" man, an inrolvement which lends tascination to the problem at
the same time that it touches off etrong teeling and inevitable controversy.
It should not be surprising, therefore, that even in the research literature

‘cold data and hot controversy hawe existed side by side, In no aspect of the
problem of the educebility of intelligence is thie better eeen than in the
| trends discernible in the heredityaenvironment, or nature-nurture, polarity.

‘The earliest trend is cherecterized hy the tiret inportent written record
of a eyetemntie ettenpt by man to educete the intelligence of a retarded child.
| In their introduction to The wild Boy or Angggn hy Itard, rirst publiehed as

memoirs in 1801 end 1806 the'Englieh trenelntors, George & Muriel Hunphrey
(1962), deecribed the tenor of the tinee imnedietely following the Freneh




Revolut;on.f ;

The scientlflc discoverles of Benjamin Franklin, Lavoisier and Galvani
made it appear as if M o e notnlng was 1mpossible to sc1ence." The enlightened
philosoynles of Voltalre, Montesquleu, and Rousseau extolled the nobility of
all mankind. There was hope, for the first time, that the deaf would speak
,‘end‘phe,blind‘would‘cmreumvent their handicap. The curability of mental illness
"was not.thouéht imposaible.' Certainly, these were days for great dreamers and
the'periddrwes ready‘to hear a young doctor say that, with a civilizing |
éxperience; e'retafded boy will beeome normal. In 1799 Victor, the Wild Boy of
Aweyron, came to the axtentlon of a physzcian, Jean-Marc Gaspard Itard, after
the boy was se;zed in the forests of Aveyron and brought back to Paris for study
and observation. He was about eleven or twelve years of age, found completely
naked with‘26 scars over his face and body. Was this Rousseau's "noble
savage" oi wasethis some ididt left to perish in the woods byhan unfeeling
famlly? The boy squatted for hours on the ground behind some shelter. He
‘? would pay no attention to_any movement about him; rain and cold were alike to
‘him, he was: indifferent to,filth. When he stood or sat, he rocked back and
fbrth 11ke some wzld animal. He had no speech and did not appear to hear,
‘Pinel, a leading author;ty of the day, dxagnosed the boy as sa incurable idioi.
However, Itard disagreed and requested and received permission to take Victor
| under his care for training.‘ He belzeved that Victor 8 apparent retardation

rwus dne to his general inexperience and lack of training, centrel to the
: normal deve;eﬁmeﬁt of any civilized person. Fbr four yeaxs Itard lavighed his
skills and affections on the young boy.‘ Through the bombardment of a variety
‘of sensory stimuli, from the ~gross to the finely diecriminating, Itard was

able to accamplieh a great deal wvith him. Victor became "human- like." He

I §
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He learned to recognize letters, to airangﬁ “hem in words, to form sentences,
and~t0'wiite. However, the training of Victor's auditory sense hecame an
almost impossible natter. The boy was not deafuuif the key of his door was so
mucih a8 touched, he drew himself“ready to escape-~yet he could not learn to
speak more than a few words. After repeated discouragéments, Itard fiﬁally
gave up his work with Victor} Later, at the reqnest of the French Academy, he
published his memoirs and here lies the fﬁrst recofaed efforts to educate the
hintelligence'of a defective child. Whether this was an individual born‘
deficient or psychotic (Silberséein & Irwin, 1962) or, as Itard believed, a
child'made'deficient‘by an adverse environment, is less important than the
evidence that the intellectusl functioning of a seemingly defective human
being was improved through educational intervention., Itard's work is an
interesting document of the philosbphy of early "sensationalists." He deserves
credit as the écientific‘progenitor ofAsuch pioneers in the field as Seguin and
ﬂbntessori. Two analyses of his work can be found in'saraSSh (1959, pp. 321
330) and Kirk & Jonnson (1951, pp. TO~7h). In addition, Kirk & Johnson (1951,
~ Chapter 4) and Kolstoe (1956) provided us with interesting accounts of the
contrlbutxcns of Itard as well as other‘sensationallsua‘of this period and
their influence on modern specizl education practice with:th° mentélly retarded,

j The next brend can be described as the "Measurement Era." ﬁegnn with the
early work on hereditary genius by Francis Galton (Jenkins & Paterson, 196;);”
it reached its zenith with publication of Alfred Binet's hisﬁoric.réSéarch‘on
}meaéuring iﬁteliiv»! . The work of these and other early pianeers gave rise
©0 Goddard's study of the hereditary nature of feebleumindedness (1912). His

publication, The Kallikak Family. evoked vide discussion, particularly because

qf his'conclusion‘thatucultural~familial mentallretardation was transmitted

Aruitoxt provided by Eic:
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through & multiple genetic mechanism. His book had an effect upon the field
ofmmntal-rétardation thét lingers today. Through tracing the illegitimate
progeny of Martin Kallikak and contrésting this with his légitimmtetprogeny,
Goddard concludeq that mental retar&ation is inherited in 65 per cent to 90
per éent of cases., Although Goddard's work was more or less rejected by the
scientific community‘scarcely ten years after its publication, the combination
orythe early American testihg movement and works sueh.as Goddard's resulted in
our strongest nativist era. To be sure, during the first fifty years of ttis
century there were scientists repoéting studies that questioned the

inheritability of cultural-familial mental retardation. However, the works of

Woodworth, Boring, and Alexander (Jenkins & Paterson, 1961) and the very

1nf1uential investigatzons of Skeels & Dye (1939), Skeels & Harms (1948), and
Skodak & Skeels (19h9), are less characterlstic of the perlod than the reports
of Thorndike, Lahey, and,Gesell and other so~called nativists (Jenkins &
Patterson, 1961). 1In fact several recent works on mental retardation continue
to reflect the nativist period of our first halfhcentury (Jervis, 1954; Michal-
Smith, 1956; Tarjen, 1959; Wallin, 1956; and Yennet, 1957).

Ironically, Alfred Binet, probably the most inrluential ascientist in the
rﬁsurgence of nativist philosOphy of the early twentieth century, was not
certain of the variables invnlved in developing intelligence. His position is
surprisingly similar to that or modern environmentaliats-

© Our purpose is to be able to measure the intellectual capacity of

a child who is brought to us in order to know whether he is normal or

retarded. We should therefore, study his condition at the time and that

only. We have nothing to do either with his past history or with his
future; consequently we shall neglect his etiology, and we shall make no

attempt to distinguish between acquired and congenital idiocy; for a

stronger reason we shsll set aside all consideration of pathological
- anatomy which might expiain his intellectual deficiency. So much for his




selfuworthev She reported unueually high 1Q gains'for the experimental group in

group.

- Chicago Public Schools; Schmidtradminietcredrthe Bernreuter,Pereonality

- past. As to that which concerns his future, we shall exercise the same

abstinence; we do not attempt to establish or prepare a prognosis and

we leave unanswered the question of whether this retardation is curable,

or even improvable. We shall limit ourselves to ascertaining the truth

in regard to his present mental state (Jenkins & Paterson, 1961, p. 90).

The'third, very brief but‘significant movement began shortly'aftef World
War II with puolication of the Schmldt study of changes in the behavior of
children cnlginally classified as feeble-minded (19h6 1947). With the advent
of a powerful parent movement with reports of new drugs and surgical teckniques
presumably to cure retardat;on, wltn the beginnlng of widespread acceptance of
special class education for trainable children and sheltered workshop and other
care programs for severeiy‘fetarded children and adults, the public was eager
to accept studies that aimed to prevent or reverse mental.retardation. Retarded
cnildren -could be helped and agaln, fOr awhlle, it seemed as if anything was
possible. Schmidt, whose study began in Chicago in 1935, investigated changes
in the beha#ior of children participating in an especially planned program and
originally classified as "feeble-minded.” The general objectives of the special

education program described in her study were: to decrease nervous tensions,

removeremotional blocks, and develop social interaction, self-confidence and

addition to concomitant increments in soclal and vocatlonal adJustment,

1nsignifieant gains were reported for the control (conventional special class)

Soon after the publicetion of Schmidt's study, Kirk (1948) disputed her
findings on the~following bases: at the time, the originel IQ scores reported

by Schmidt appeared much lower than those found in epecial classes in the | R 1
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Inventoryfto sthects in spite-ef the fnct-thst,ete,edeqnately tekeothle,test,
one needs at least high school reading ability, statistical errors were found;

her original dnta were not available for inspection. In Schmidt's reply to

’Kirk's evniuation of the stndy (l9h8), she did not offer strong refutation to

criticisma of her research,

Kirk's dismissal of Schnidt‘s'research, as well as the several other
equelly,negative.reviews (Hill, 1948; Nolan et al., l§h9; Stevens, 1948), may
heweeccentueted‘a climate of thinking not conducive to aystematic research on
the educability of intelligence. It seemed‘as if the attempt to bring about
or to understand increments'in intellectualdevelopment was not particularly
fnshionable. Interestingly, the individnal most responsible for the derogation

of Schmidt's study, Kirk, was one of the few researchers both interested and

4sufficiently optimistic to investigate, later, the effects of various
' envzronments on the intellectual and social competency of mentally retarded
' children (1958). In effect however, the work of Schmidt, so nighly publiclzed

and 8o hopeful, resulted in deeper entrenchment of nativist philosophy among

many edncators and a reluctance to study possibilzties for educating
intelligenee. o

Bnt for the br*ef interruption by tne "Schmilt Era," the decade followlng

‘World War 11 was marked by a rather strong nativist philosophy (Goldstein, l9h8

Blatt, 1960, 1961) Slobody‘s chapter in Michal-Smith's text (1956), voiced

the convenoional viewpoint in regard to fnmilial mentel retardation*,

Previously, this category wag considered as representative of the
~ largest percentage of the mentally retarded population, - It is believed
that this form of mental retardation is produced by the transmission of
multiple abnormal genes from defective parents., At one time, this was
considered to be purely & functional disturbance. howvever, recent studies

P
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have shovn various significant pathologic abnormalities in the central
nervous system. Although it has been shown that there is a greater
incidence of abnormal electroencephalographic records in this group, only
- & slightly higher incidence of convulsive ‘disorders is seen, as compared

‘with the general ‘population. The diagnosis is made in the absence,
either in the history or the physical examination, of any causative
factor for mental retardation in a child, other than the presence of
defective or inferior intelligence in siblings and in one or bvoth parents.
Undoubtedly, many instances of mental retardation have been placed in this

' category erroneously because of the limited means. available to diagnose
organic cerebral abnormalities accurately (pp. 34-35). |

An,indication of the attitude embraced by many special educators and
others working with the mentally retarded during the decade following World War

II can be found in reviewmng Behavioral Research on Exceptional Children, edited

by Kirk & Weiner (1963).v Oof - the ‘seven studies reviewed by Heber on the influence
of envxronmental factors on 1ntellectual development no more than one,
Pasamanick's, had its origin during that decade, and this study did not deal
sPecifically with retarded children. The other studies were begun either prior
to World War II (although some were actually reported during post war days) or
very recently.‘
 Tae most recentdiscernible trend owes its emergence to severalyimportant

occurrences. The first of these vas the monograph by Sarason & Gladwin (In
Masland, Sarason & Gladwin, Mental Subnormalitx. New York: Basic Books, 1958,
PP 1U5-bb2.), an extension of Sarason 8 original work in 1949, This monograph
dealt probably for the first time on a systematic and comprehensive level, with
psychological and cultural problems in mental retardation. Perhaps the major

contribution of this monograph was its attempt to describe and discuss the

numerous factors which had to be considered in research relevant to heredity-

environment positions. Although their work may not have resolved many 1ssues,

it did indicate that earlier formulations of the problems, as well as
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nterpretations of previous research left much to be desired.

44—~~~mf~__‘hmheJMmmunijugdxln:mggggQWQ was followed_gy the Manual on Terminolqgg

ana assifmcation in Mental Hetardatmon of the American Associatlon on Mental 1

Deflciency (Heberi 1959) This manual contained some marked changes over
earlier ‘ones, partlcularly 1n its amtempt to define mental retardation in terms

of functioning level rather than in terms whicn preJudged etiological determ-

A e

ination and prognosis. The new definition referred to function rather than,
as Qas traditional, to capaéity; iv did{not require a prognosis of retardafion
at ﬁaturity and, consequehtly,%eft{open the question of reversibility of
conditions the définition‘did n&t assume a constitutional condition of the
central nervous system to be present in all cases of mental retardation; and
it requirea more than the IQ score as evidence of state of intellectual
functioning.

l A tnird, and perhaps most'significant, factor that gave substance to the
present era of thinking was the involvement of the Federal Government, in
general, and former President Kennedy, in particular, in providing stimulation
for the development of research and éervice programs to aid all handicapped
children. ,Tne report of the President'; Panel on Mental Retardation,

’ﬂaxional’Action to cdmbat.Mental_aetardation (l962),'contained the following:

R The majority of the mentally retarded are the children of the more
 disadvantaged classes of our society, This extraordinarily heavy
prevalence in certain deprived population groups suggests a major causa-
tive role, in some way not yet fully delineated, for adverse social,
economic, and cultural factors. These conditions may not only mean
absence of the physical necessities of life, but the lack of opportunity
and motivation. A number of experiments with the education of presumably
retarded children from slum neighborhoods strongly suggests that a 1
- predominant cause of mental retardation may be the lack of learning
opportunities or absence of "intellectual vitamins" under these adverse
environmental conditions. Deprivation in childhood of opportunities for
learning intellectual skills, childhood emotional disorders which inter-
- fere with learning, or obscure motivational factors appear somehow to
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stunt young people intellectually during their developmental period.
Whether the causes of retardation in a specific individual may turn out
to be biomedical or environmenial in character, there is highly sugges-
tive evidence that the root causes of a great part of the problem of
“mental retardation are to be found in bad social economic conditions as
they affect individuals and families, and that correction of these
fundamental conditions is necessary to prevent mental retardation
successfully on a truly significant scale (pp. 8~9).

Insofar as research is.concerned the report stated:

Research in the behavioral sciences is at present primarily
addressed to therspeutic and rehabilitative possibilities. The most
fertile unploughed area for further behavioral and social science research
is indicated by tne accumulating evidence that a host of social, economic,
and environmental factors--often categorized as cultural deprivation--are
correlated or associated to a high degree with the incidence of mental
retardatica, especially in its milder manifestations of low intellectual

and social performance (p. 24),

The Panel specifically went on to recommend high priority for the develop-
ment of research centers to study psychological and cultural factors relating
to the etiology of mental retardation. However, perhaps more than the great
sums of money andrsérvices now offered by the Federal Government <o combat
mental retardation, the message to the 88th Congress by former President Kennedy

calling for .a total national program was of major importance.

Cultural and educational deprivation resulting in mental retardation
can also be prevented. Studies have demonstrated that large numbers of
children in urban and rural slums, including preschool children, lack the
stimulus necessary for proper development in their intelligence. Even
when there is no organic impairment, prolonged neglect and & lack of
stimulus and opportunity for learning can result in the failure of young
minds to develop. Other studies have shown that, if proper opportunities
for learning are provided early enough, many of these deprived children

- can and will learn and achieve as much as children from more favored
neighborhoods. This self-perpetuating intellectual blight should not be
allowed to contlnue (1963, Pe 10).

The above quotation can be regarded as a kind of lineal descendant of




Itard's writings. We have come, so to sﬁeak. full cirecle in that we seem to
‘be in a period charaéﬁerized by optimism gbout what can be accomplished with
éerhain groups among the mentally retarded.‘Optimism,~howéver, lends no
validity to ideas and should not be suhstituted for the many studiés which will
have to be carried out before we understand sufficiently the -~omplicated |
intéfactionsbetveén heredi#y and:environmeﬁt.Thét this optimism is powered
bf the money neéessary to do such studies represents "a first" in the history
of hentalretérdation(and gives hope‘thatsubstantial scientific progress #ill

‘serveﬁas'a basis for discarding erroneous ideas and faulty formulations.
Cultural-Familial Retardation

Although,over thé‘yedré.the heredity-environment controversy affected
discussion and study of the‘mﬁny and radically different types of conditions
(glandular, metabolic, degenerative, brainidisfunction, etc,), there is no
'douﬁt that the cultucal-familial mentally retarded was the group around which
the controversy‘wdé mos@ihéated. Thisgroup%representethhélargest sub=-group
among the mentally retarded‘and,‘in addition, cénffontéd}oﬁr society with
numerouslpréblems of éociéi policy and action. Those with different concepts
of its etiolog; could not berexpected to react,diapaésionately. Diffefences
in.conceptions‘of etidlogy made vest differéncea’in.ﬁhat‘could or might be done
to reduce the incidence'andccnsequences of~the condition.,

. ng‘might,pghggpgcpga!fphg‘cﬁ}furél—familial retarded group was‘not exempt
from the changes in viewpoint briéfly ée#céigéd-iﬁAtﬁe‘brgvioua section. This

change is most clearly seen in a comparison of the Etiological Classification

‘Manual of the American Association on Mental Deficieﬁ&y (1957) with the

Manual on,Términologx and Classification in Mental Retardation of that same
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’ Association, published two years later (1959). 1In 1957, the pgsociation had

i the following to report on the familial etiology:

This category depends on multiple causative mechanisms of which the
most distinctive is an inherited sub-average intellectual status or in-
adequacy. All the evidence tends to indicate that the genetic mechanism
is polygenic, and represents either in a qualitative or quantitative sense,
and accumulation of those items of the polygenic "intelligence" transmit-
ting factor which determines the lower part of the normel distribution

~curve for intellectual capacity. In other words, we are dealing here
with "normal” or physiological genes involved in the inheritance of
. intelligence. It differs from other hereditary conditions associated with
mental retardation in that the latter represents, as a rule, clearly
abnormal or pathological genetic factors, arising originally through muta-
?ions,)and not present in the normsl population, genetically speaking
Po lh . -

The 1959 Manual placed cultural-familial mental retardation under the- *
category "Mental Retardation Due to Uncertain (or Presumed Psychologic) Cause

with the Funétional Reaction Alone Manifest":

In addition to absence of reasonable indication of cerebral pathology,
classification in this category requires that there be evidence of
retardation in intellectual functioning in at least one of the parents and
in one or more of the siblings where there are such.

Because of the parental inadequacy in these cases there is usually
some degree of cultural deprivation present. This deprivation is not
generally of such a severe nature as to warrant classification under
psychogenic mental retardation associated with deprivation of stimulation,
In those cases where the cultural deprivation is of severe degree,
clasgification under cultural-familial mental retardation takes precedence

vhere there is a familial history of intellectual subnormality.

There is no intent in this category to specify either the independent
action of, or the relationship between, genetic and cultural factors in
the etiology of culturul-familial mental retardation. The exact role of
genetic factors cannot be specified since the nature and mode of trans-
mission of genetic aspects of intelligence is mot yet understood.

- Similarly, there is no clear understanding of the specific manner in which
environmental factors operate to modify intellectual functioning.

Cultural-familial mental retardates invariably exhibit a mild dégree
of retardation in measured intelligence and adaptive hehavior (ppf’39-h0).
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From the suove it appears that the more or less accepted viewpoint had
been altered‘énd the condition was now predicated upon the following: (1) an
absence of demonstrable central nervous system pathology, or a type of minimal
pathology not comsidered of etiological significance as far as mental retarda-
tion is'ébncerned; (2) intellectual functioning within the retarded range in
at least one of the parents and one or more siblings where there are such; (3)
retardation of a mild ﬁegree; (4) usually of a lower socio-;conomic class; (5)
the use of the term, cultural-familial mental retardation, does not presupﬁose
that the condition is inherited thrﬁugh some multiple or other genetic
phenomena npf'does it presuppose that it is not. At this point, the question
appears to be regarded as an open one, & position which we fully share.

 The fact that the question of etiology may be regarded as a: open cne
should not obscure what appears to be near unanimity of opinion thut the
biological substratum of intelligence ultiﬁately will be found to reflect
genétic mechaniéms and processes. There is no reason to assume that the human
brain is exempt from the influences contained within the genetic material from
which the human individual develops. However, the relationships Between brain
and\iptelligénce&are 8o little understood, and so poorly studied, that many
investigators consider it unwarranted to implicate genetic mecuanisms at this

time. This pO§ition is exemplified in the following statement by Sarason &
Gladwin:

e o o« it will be our thesis that & hereditary determinant of mental
capacity must not be assumed to exist unless proven. Furthermore, preef
should be sought in terms of our precent knowledge of human genetics and
the nature of humen intellect, rather than, as is commonly done, through
the administration of routine intelligence tests to a variety of differ-
ent ‘racial' and other groups. We do not propose to deny that heredity
is a factor, particularly in mental deficiency, but rather that we should
leave it out of our accounting until it is supported by more than
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fspeculation and bias (Sarason, 1959,‘P. th).

It seems appropriote at this time to present some conclusions from the
research literature which illustrate not only tne difficulties in interpretation
of findings for the qnestion of etiology~but also thevkinds of problems which
make research in ﬁhis oreanso thorny.

As the diagnostic label suggests, cultural-familial retardation is a
phenomenon»of the lower end of the social class continuum. Characterizing thls
group as "Kallikek" or "sub-cultural" reflects the observation that these cases
come from a segment of our society considered markedly different from the so=-
called mlddlenclass structure. The Onondaga study (New York State
Department of Mental Hygiene;1955), the Fouracre, Rooke, & Botwin survey (1961)
and theKenneqy, Van DeRiet, & White monograph (1961) reported extrnordinarily
high 1nc1dences (up o hO per cent) of mental retardation in nelghborhoods that
are non-white and/or SOCiO~800nOhAcally deprived. These and other surveys,
'however, differ markedly in thelr incldence stat;stlcs probably because of
dlfférences in neighborhoods surveyed, age of groups surveyed, and the criteria
of mental retardntlon employed. The importance of determining the significance
of these differences residesrin its relevance for the following qnestions: Do
these differences in incidence reflect differencesyin the degnee of'cultural
impoverishment and soc1a1 disorganization and, if so, how can one'identity
social vnriables which have the most signiflcant end direct 1mpact on the
developing child? - If incidence figures truly vary wvith the age of the groups
1 studied, how ‘can this be accounted for?

A second problcm involves a qnestion‘which current surveys have not A
sanswered and, indeed by their nature may be unable to answer and yet 157

crucial for underatanding culturalufamilial mental retardation., Put in its
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most extreme form thg.qgestion is why are not all children in the most
culturally deprived or socially digorganized neighborhoods retarded? How may
we account for the "successful" slum child? Another form 6f the question is
ﬁhy are not all chilﬁren in aAKallikak~type family retarded? These questions
are identical,in principle,to those asked in relation to problems in Juvenile

delinquency. 'Théy, in principle, pose no problem for those who emphasize the

role of heré&ity‘but neithét do ﬁhey:pose‘problems for the environmentalist

who assumes thatxtvofchildren in the same family must experience thei-
‘enviromment in very different ways.

'Aﬁthirdfproblém in dealing with an understanding of cultural-familial

~ the mentally retarded. The problem involves the relationship between school

problem aolV1ng behavior and nonuschool problem Lnlving behavior of the
culpural~familial group (Blatt, 1961a). The literature indicates (Sarason,
1959) that mildly retarded adults-~the bulk of whom are in the cultursl-

familial category-uare, in general, indxstlngulshable from other members of

.their cultural mllleu. They maintaln themselves independently in society,
marny, an& find Jobs with or without the benefit of special help. A review of
fbllow-up studies of the mildly retarded by Ahel(lQhO) Baller (1936), Bohrosf
(1956&, 195ﬁb), Charles (1953), Diager (1961) Dunlop (1935). Fairbank (1933),
Hegge (19kb), Kellosg (19hl), Kingsley & Hyde (1945), McIntosh (1949), McKeon

(1946, 19h8) and Muench (l9hh) revealed that school tests of problem solving

behavior do not adequately predict nonaschool problem solving behawxor, i.e.,

the group knawn as mentally reﬁarded kad demoastrated a greater degree of

out=of-school success, both sacially and vocationally, ags compared with

perfbrmance in schaol and predictions based upca psychological tests. This
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vype of finding is but another basis for questioning thL: soundness of attempts
to understand the etiology of cultural~-familial mental retardation by depende-

ing solely on intelligence test date,

Cultural Deprivation

In earlier decades, particularly when the nativist or hereditarian point
of vicw was dominant, the cultural-familial type of mental retardation was:
viewed apart from the even larger group in ouf society variously labelled as
the disadvantaged or the culturally deprived. This separation appears to be

breaking down, the important study by Ginzberg & Bray (1953) on The Unsducated

being but one example demonstrating close relaticuships among illiteracy,
educational failure, mental retvardation, and cultural factors. Aside from the
s1gn1f1cance or the concept of culturfl deprivation for the research to be
presented in later chapters, there are three reasons why scme aspects of the
literatuf# on cultural deprivation should be presented at this point., First,
this literature contains some fascinating examples of lli¢ consequences of
attempts to.intrudé in pervasive ways into the lives of culturally disadvantaged
individuals, attempts similar to those in our own research. Second, this
literature nnderlines the caution that prejudging the capacities of individuals
to change can result in action (or inaction) which "proves" the prejudgments.
Third, and Qs important as what has so far been said, prior methodologies and
fiadings do not permit one to draw unassailable conclusions. Agkthe very least,
however, the emerg&nce‘nf the seriousness of cultural deprivation into the
_national consciousness has markedly widened the scope of the formulations rele-
.vant to cultural»famlllal mental retar&ation, in particular, and cultural

deprivation, in general.
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National*concern for the problem presented by cultural deprivation in our
communities, especially in large urban centers, and the resulting problems of
échool drop-outs, delinquency, academic failure, and retardation is reflected
in such new nation-wide studies as fhe National Education Association Project
on School Drop-outs, the ever increasing local projects to combat the problem,
and the recent flood of literature on the culturally deprived (also called
"culturally disadvantaged,"” "educationally disadvantaged," "underprivileged,"

or "poo:".) Riessman's recent book The Culturally Deprived Child (1962) and
| ! 3 ep

Della-Dora's {1962, 1963) discussion of the implications of cultural depriva-
tion for education presented a picture of this group that is not discrepantu
with the characterization of the cultural-familial retarded discussed earlier:
(1) by traditional methods of evaluation their intelligence is often retarded;
(2) the intellectual level and social adequacy uf the parents appear to be more
or less retarded; (3) there is no discernible central nerveous system pathology
in either children or parents; (4) théy are born into and reared in a cultural
milieu>whichﬁisi"iprrior" to other strata of our society; and (5) they re-
present a disproportionately lerge part of the case load of many of the social
agencies, |

Although there are dozens of programs now being conducted nationéllywith
the culturally'deprived, the Higher Horizons Project of New York City was:a
prototype‘and has been extensively discussed. As descriptions and critical
‘evaluaxiona of liigher Horizons cen bé found in the iiterature (Riessman,
Chapter 11; Mayer,‘196l, Chapter T, and De11a~D0ra), we will but briefly note
here its aims and accomplishments. In 1956, at Junior High Séhool L3 in New |
Ybrk,City, this project was initiated in order to identify, encourage, and ;

‘prepare for college those‘students coming from low soaioeeconémic homes who
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would otherwise have neither the financial backing in or the preparation to
consider this aspiration. Junior High School U3, located in the heart of a
Manhattan slum area, had a student body with an averagé IQ of about 80 and
very high truancy. Fewer than 40 pér cent of its graduates went on to graduate
from high school. The specific objective of the project was deceptively simple:
to convince children that they could achieve. The project emphasized: special
remedial classes; intensive coumseling; parent involvement; extensive after-
school use of educational facilities; extensive cultural programs in music, art,.
theater, and literature; visits to industrial and cultural centers both in New
York and out of the city--all for the purpose of expanding cultural and intele
lectual horizons of the students and in convincing them that they had heretofore
undeveloped abilities., How did the project fare? Attendance figures went up
remarkably in contrast with pre-project st@tistics; most students were entering
and graduating from high schools (including some of the city's finest, e.g.,
Bronx Science, Brooklyn Tech, Stuyvesant, Music and Arts;) more than half of
the students showed significant gains in IQ; more students eventually entered
colleges and universities,

However, one cannot take lightly the criticisms Riessman made in his
evaluation of Higher Horizons (1962):

There is no question that the Program did a splendid job in demon-

strating conclusively that educationally deprived children can learn.

The point at issue is whether the Program itself produced this learning.

Is it possible that the achievements did not come about from the announced

methods of the Project, but are a by-product of the experiment itself?

What does this mean? In order to consider this possibility it will bve

necessary to go back to a now-famous social science investigation.

Some years ago a classic experiment took place at Western Electric
that discovered something which has come to be known as the "Hawthorn

effect." Here, factory workers' production and morale were greatly
enhanced by putting them in special groups and varying the lighting in
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the rooms. At first, the results seemed obvious, because with better
lighting, production went up. But then it was discovered that similar
increases in production occurred when the lighting was decreased!
Apparently, the very setting up of special experimental groups, and the
concomitant attention, was sufficient to produce the observed results.,
This kind of placebc effect is similar to that fourd in modern medicine,
wbere people appear to be cured by some drug, while actually the simple
taking of a pill contairing no drug is often sufficient to produce the
same effect, ‘

One can only wonder whether a similar process is at work in the
Higher Horizons success story. After all, & great deal of excitement
was engendered by the newness ot tne experiment, the positive democratic
goals, the increased input of effort and resources. Any one, or all, of
these factors may have stimulated enough enthusiasm to achieve the ob-
tained results, independent of the specific methodology employed. In
addition, another variable may have been operative in this situation.
Deprived children have been notoriously neglected by the school system,
and perhaps the very fact of their neglect has been the decisive one in
their hitherto poor performances. Higher Horizons came along, and quite
apart from its specific approacnes, the underprivileged children were
given a great deal of attention. Conceivably, this may hnave been enough
to produce the findirgs (pp. 103-104).

Reissman further made the point that the nature of the study precluded
ascertaining which of its aspects contributed in what degree to the findings:
smaller classes, carefully picked teachers, involvement of parents, numerous
trips, etc.

It might be objected, "Who cares which variables were decisive; the
important thing is they got the results." Unfortunately, the naive
pragmatism underlying this defense is not even good pragmatism. We need
to develop approaches that will be effective on a large scale in the
everyday school setting, where teachers are not working day and night and
14 Sundays per term! We need techniques that can be applied by the
average teacher, hopefully with a fair amcunt of devotion, but not neces=
sarily the short-lived zeal fostered by a unique experiment. There are
an increasing number of reports that as the Project has spread, the
enthusiasm of the overworked teachers has begun to wane (p. 104).

It is extremely important to emphasize that a carefully decumented description

and evaluation of the Higher Horizons Project has not yet appeared. The great
publicity given to this project should give little comfort to those concerned
in separating wish from fulfillment. We would agree with Reissman's conclusion

that ", . . the Program does demonstrate that the culturally deprived can be

1
i




educated, and this is an extremely important service in the age of non-belief."
(p. 111). We also agree with the implication of his criticisms that many more
studies need completion before we comprehend and can control the most import-

ant factors involved in educaxing the intelligence of the culturally aeprived.

Changes in Intellectual Functioning

There have been numerous Studies or reports bearing on the problem of
change in level of tested intelligence, some more and others less directly
relevant to cultural-familial mental retardetion and cultural deprivation.
Because the bulk of these studies are retrospective (i.e., they were not plan-
ned iﬂterventions) weeshall focus mainly on those which, as in the case of our
own research to be presented later, are prospective in nature and involve some
form of planncd intervention or environmental manipulation. We do not say that
the retrospective type of study is less important than the prospective type,
but rather that our own research may be seen in better perspective by discuss-
ing those eailier studies to which it is related. Put in another way: the‘
thorny problems of methodology, subject selection, statistical analysis, and
sources of bias which confronted us in our fesearch must be viewed in terms of
earlier and simiia: types of étudies. The retrospective type of study has been
described and evaluated in a number of reports: Skeels & nye‘(1939), Skeels
& Harms (1948), Skodak & Skeels (1949), DeGroot (1948), Lorge (1945), Martz
(1945), Sarason (1959), Musland, Sarason, & Gladwin (1958), and the studies of
various researchers ﬂr&ught together in the book edited by Jenkins & Paterson
(1961).

That change; ig tested intelligence occur with sufficient frequency so as

to be‘considered an acéépted—-and not wholly unexpectéd-metric phenomenon is
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hardly debatable. The Twenty-Seventh (1928) and Thirty-Ninth (1940) Yearbooks
of the National Society for the Study of Education, Windle's recent monograph
(1962), Yarrow's review of research on maternal deprivation (1961) and Pinnesu's

Changes in Intelligence Quotients (1961), a longitudinal report of the Berkeley

Growth Study, are sufficient documentation insofar as the inconsistency of the
IQ is concerned and are suggestive of conditions that.give rise both to |
increments and decrements in tested intelligence.

These changes are said by some to be illusory, not "actual changes" in the
individual but ones caused or parti& explained by insensitive psychometric tools,
poor test administration techniques, disturbed subjects during time of test, or
poor rapport between subject and tesver. ﬁhere can be little doubt that these
represen@ relevant criticisms of many studies, although they do not represent
an explana&ion of all findings involving changes in intellectual functioning
concomitant with defective or beneficient environments. These criticisms also
are inadequate to explain the many studies demonstrating changes in test écores
as a function of personality variables.

The early work of Skeels and his associates is a splendid example of a
retrospéctive}study arising as a result of service responsibilities, and
cu;m%nating in a prospective study. In 1939 Skeels & Dye reported observations
bearing on the‘effectg of differential stimulation on mentally retarded children.
Their study had its genesis with the rather surprising discovery that after
placement of two eighteen-month~old children, both moderately to severely
retarded, in an institﬁtion for £he feeble-minded, their IQs went up very
dramatically. These two children, with original IQs of 46 and 35, and
qualitative obaervaxionai evidence substentiating these psychometric findings,

born illegitimately of feeble-minded mothers, were commitied to a ward of
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ol&er girls, ranging in age from 18 to 30 years. After six months at the
institution for the reterded, the children had IQs of T7 and 87 on the

Kuhlmann-Binet. A year later they obtained IQs of 100 and 88. At chrono-

logical ages 40 months and 43 months respectively, their IQs were 95 and 93.

The investigators were very puzzled and interested in this unusual develop-

ment and very carefully studied the institutional environment. They found
that the attendants on the ward and the other patients took a great interest
in their "babiés.“ On days off, attendants took these children with them for
car rides or to town on shopping trips. They brought them toys, books and
'plé& materials. The older;fEmale residents would play with them and take them
for walks. Eventually, as Justification Tor continuing these children in an
institution for the retarded bécame very questionable, they were placed in
foster homes. After about fifteenmoﬁths.in the new placements, their IGs were
measured at 94 and 93.

As a result of this éxperience, Skeels and his associates convinced the
State Board of Control *o approve thc informsl transfer of one and two-year-old
mentally retarded childrén from the state orphanage nursery to the state school
for theyretarded. A contrast population, not de;}gnated as a group until the
close of the gxperimeptal period, were continued in the orphanage. It was the
purpose of this stﬁdy to determine the effects on the mental growth of these
children of the radical shift from one institutional environment to another,
The experimental group, 13 in nuhber, from one to two years of age, were placed
singly or by two's wifh brighter‘and older girls at the state institution for
the retarded. Their mean IQ at the time of transfer was 64.3; the contrast
group, 12 in number, with a mean IQ of 86.7 remained at the orphanage. Over

& two-year period, the experimental group made an average IQ gain of 275

- [ —
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points while the contrast group showed a loss of 26.2 points. Skeels & Dye
concluded that a change from retarded to normal intelligence in preschool
children may be possible, in the absence of orgenic pathology, by providing
the child with a more adequate psychélogical envircnment. Conversely, they found
them children of typical intelligence can‘become retarded under a continued |
adverse non-gtimulating environment. Their later studies, investigating the
mental development of children from inferior so;ial and intellectual backe
grounds who were placed in foster homes during infancy, more or less
substantiated the above findings, i.e., these children attained levels of
intellectual performance that wefe consistently greater than the pfedicted
performance inferred from the characteriztics of the true parents (Skeels &
Harms, 1948; Skodak & ‘Skeels, 1949).

That the findings were plausible and gave a foundation for optimism
should not obscure those‘facﬁors which did not permit one to consider the above
study a definitive one-~-factors which, by their number and neture, make it
extraordinari;y difficult for any one study to resolve all of them satisfact-
orily. First, one cannot be sure that the selection of subjects for the
experimental and contrast groups did not reflect unwitting bias that influenced
the direction of the findings. If subjects had been randomly placed into the
two groups, one could at icast be assured that no conscious or unconscious
experimenter bias was operative, Second, the number of subjects was small, a
factor frequently beyond the control or means of the reeeareher but which,
unfortunately, can contraindicate the use‘of rendomization where more than one
variable is being considered. Thifd, unlees one wes sure that appropriate
measures were taken to control for bias on the part of those administering

the psychological tests, it is not unreasonable to contend that tester bias
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may'have selectively contributed to the findings. This third factor, it should
be ncted, is in practice more difficult to control than is ordinarily recog-
nized, involving as it does the problem of equating examiners for experience
and personality,~the.problem of obt;ining examiners who are truly ignorant of
the purpuses of the study, and who do not have differential conceptions about
the groups‘involved, €eges institutional vs. non-institutional children. Fourth,
it is by no means clear how the two environments differed and which differences
were the most influential, a point well made by Riessman in connection with the
Higher Horizons Project discussed iQ the previous section. Fifth, since the
experimental and contrast groups differed initially in test score, the
subsequent differences may reflect, to an unﬁetermined degree, statistical
regression, a point which will be elaborated upon later. |

Two of the numerous Iowa studies (Coffey & Wellman, 1936; Skeels, Updegraff,
Wellman, & Williems,1938) investigated chiidren of preschool ages frowm varying
social backgrounds--those with parents in the professions o those who were
institutionalized in orphanages--and found that children who attended nursery
school (Coffey & Wellman) showed gains in IQ and those children who did not
attend nursery schools (Skeels, et al.) showed decreases in IQ. Goodenough,
whose own research did not find the consistent changes in intelligence reported
during the 1936'8 and iQhO's by the Iows Child Welfare Research Station

(Goodenough’& Maurer in Jenkins & Paterson's Studies in Individual Differences,

1961, pp. 504-511), was a participant in a heated debate on the so-called
nature;nurtﬁre controversy of the period. Goodenough & Maurer criticized the
small number of cases in most studies of this type, uncontrollability of such
factors as differential'écquaintance with the examiners or test items, and

bias of examiners who knew to which group the various children belonged and,
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in’fact, knew particular children. However, Goodenough & Maurer's most
devastating criticism--guite well taken-~concerned itself with the the

phenomenon of regression in psychometrics:

This study is merely a concrete illustration of the misleading
conclusions that have resulted from e statistical practice that was
begun in Wellman's 1932 study and which the Iowa authors continued to
employ in practically all their investigations in spite of the fact
that its mathematical indefensibility has been repeatedly pointed out.
The procedure consists of classifying subjects on the basis of intelli~
gence quotients earned on the first test given and computing the mean
change in intelligence quotient from initial to final testing for each
of these groups separately. It is obvious that when this is done,
statistical regression due to errors of measurement renders it mathe-
matically certain that unless other factors are operating to obscure the
results, the cases originally testing high will appear to lose and those
originally testing low will appear to gain, since, owing to the fallibile
ity of the measuring instrument, chance as well as true ability will play
a part in determining the original grouping. When the chance errors are
reassorted at the time of tae second test, each group will 'regress'
toward its own true mean with the result that those initially at the upper
extremes, whose position was determined in part by real ability and in
part by good luck, will appear to lose while those who, for analagous
reasons, were initially at the lower extreme will appear to gain. The
amount of this regressive gain or loss will be the algebraic mean of the
chance error for each group. Because the element of chance plays a much
greater part in the mental test scores of young children than of older
ones, the magnitude of the regressive shift at the early ages will be
correspondingly large. If, moreover, as frequently happens in the case
of young children, there is a general tendency toward better rapport at
the time of the final than at the time of tre initial test, with the
result that the final mean of the entire group is shifted upward, the
regressive "losses" of the upper group may be largely or wholly masked.
Their 1Qs will then show litile change while the “gain" of the lower
groups will be much increased, since the regressive shift is always
tog?rd the mean of the second measurement (Jenkins & Paterson, pp. 505-
500).

In order to demonstrate their point, Qoodenough & Maurer discussed data
from their own University of Minnesota Nursery School studies, recomputing their

findings according to the Iowa pattern and obtaining results not substantially

~ different from those reported from Iowa. Goodenough & Maurer's conclusion

"

was, . . o the Iowa statistical laboratory has played a far greater part in

"y
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effecting the 'intelligence' of children than has the Iowa nursery school, and
that the differential pattern of gains and losses upon retest shown by children
whose initial IQs fell at the extremes of the distribution is a statistical
rather than an educational phenomenén (Jenkins & Paterson, p. 511),"

As mentioned earlier in this chapter, except ‘or the Schmidt sfudy and the
subsequent critical pgblications on it, during and after World War II there was
little or no interest in early education studies with‘the mentally retarded in
general and the cultural-familial group in particular., In part this reflected
& reaction against the Schmidt and'Iowa studies, in part the almost totel lack
of university research centers in mental retardation, and in part a lack of
national awareness about the signifiéances of the problem of cultural depriva-
tion. This situation changed markedly in the last decade as may be seen by
the studies of Kirk (1958) gnd Fouracre, Connor,& Goldberg (1962). Because
Kirk's sﬁudy is the more relevant to our oﬁn research we shall center our
attention on it. |

It was the purpose of Kirk's study to answer these questions:

1. Does preschicol training of mentally retarded children displace
the rate of development of such children as compared to children
who do not obtain the benefits of early training?

2. Does the raté of growth of the preschool age continue at an
accelerated rate, or does it return to the original rate of devw
elopment during the primary school years?

3. Are the results similar for children living in different environ-
ments, such as their own homes, foster homes, or institutions
for the mentally deficient? :

k., Are there differences in the changes in rate of growth as a
result of training between children whose retardation is ascribed
to organic factors and those whose retardation is ascribed to
cultural or environmental ones? (p. 9)
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Kirk's study, once again opening for investigation the conscientious nature-
nurture controversy, identified, evaluated and followed 81 mentally retarded
children between the ages of three and six during a three~to-~five~year period.
Twenty~eight children comprised the."community experimental group, "i.e., child-
ren attending Kirk's experimental preschocl in the community and followed up
from one-to-four years after leaving the preschool. Fifteen children who had
been committed to an institution for the retardéd weré placed in an institutione
al preschool and later followed after discharge from the preschool, eitﬁer to
the institutional sch&ol or to the Eommunity. Kirk called this group the
"Insﬁituﬂion Experimental Group." The “Community Contrast Group" comprised 26
children, living in the community and not attending any preschool. The
"Instituﬁion Contrast Group" consisted of 12 children, institutionalized in a
échool for the retérded and not attending any preschool. With few exceptions,
thé ¢hildren in all four groups'th IQs beiween 45 an& 80, had been examined

at the beginning of the experiment and diagnoséd as mentally retarded, and

had been regularly followed throughout‘the experimental and post-experimental

years.
Kirk and his colleagues found great hardship in locating both community

and institutional preschool mildly retarded children. They obtained names of

possible candidates from social workers, public health nurses, physicisns, and

school officials. Referred children from the community cases were, for the

- most part, either not retarded or severély retarded. Sufficient numbers of

community children were eventually found’by sending psychologists to lower

socio-economic areas simply to knock on doors in crder to solicit cooperation

from families of possible‘candidates. The research staff had equal difficulty

in locaﬁing suitable institutional casés and finally had to go to a second
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institution in order to find a dozen children to serve as the contrast group.
This inability to locate preschool mildly retarded children, led Kirk to suggest
thats

« « o« many children later placed in special classes or institutions

are not mentally retarded in terms of intelligence test scores at the

ages of three, four, or five. Some children whose older brothers and

sisters were in special clusses, tested approximately normal at the

preschool ages. This raises the question as to whether children from

low cultural levels who are approxinrately normal at an early age may later

become mentally retarded because of their cultural environment or other

unknown variables (pp. €92-700, 1952},

Ir general, Kirk found that preschool education had some favorable effects
on the development of mentally retarded childrea. His major findings disclosed
that, of the U3 children who were in these preschool programs, 30 showed an
acceleration in growth during the preschool and held that level during the
follovw-up years, as described in the case study data presented in his monograph;
there was greater difficulty in displacing the rate of growth of children with
organic impairment as contrasted with those children whose retardation appeared
to be associated with undifferentiated or familial etiologies;' the greater the
changes made in the environment, the greater were changes in rates of growth,
€.g., children removed from inadequate homes and put in foster homes while
attending the expevimen*al school increased their rate of development, and child-
ren living in culturally deprived homes who did not attend the preschool either
remained at the sam* rate of development or dropped to a lower level., During
the preschool pirlod, the Community and Institution Experimental Groups incresased
abocut ten points in IQ and SQ (Social Qnotient) and more or less mnint&ined their
gains after this period;. the Community Contrast Group retained their orlglnal

scores during the preschool period and, by the time they had attended first %

grade or special cless f@r a year, their IQs and SQs began to approach the scores
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- tion. Further difficulties of case selection made impossible the random
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of the experimental children; the Institution Contrast Group had a drop in
scores during the preschool period without acceleration in rate of growth after
they attended the institution school. Kirk concluded the following from his
equivocal data:
It would appear that, although the upper limits of development for

an individual are genetically or organically determined, the functional

level or rate of development may be accelerated or depressed within

the limits set by the organism. Somato-psychological factors and the

cultural milieu (including schooling) are capable of influencing the

functional level within these limits. This theoretical position appears

to be the most tenable in the light of the evidence herein presented (p. 213).

Kirk's study represented a marked advance in research on mentel retardation.
For one thing it attempted to combine =n empirical and experimental approsach
with the clinical case-study approach, thereby reflecting the complexity of the
relationships among variables within individuals and between groups at the same
time that it illustrated the difficulties of research in this area. It should

also be noted that an attempt was made to control for examiner bias, although

it is not clear from the too brief statement on this point how successful this

attempt wae (1958, p. 16). What is especially clear in Kirk's study, and sets
a high Standard for future research, is the careful description of the process
and problems of subject selection, en aspect genzrally handled superficially
in most other studies in this area.

A limitation in Kirk's study is the small number of cases in each of his

groups, the reasons for which are made clear in his discussion of case selec-

assignmeni of cases to the different groups. It should also be mentioned that

the educational environments to which the different groups were exposed are

not described in the detail necessary to guide efforts of replication by others
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or to allow one to determine what aspects of the school environment may have
contributed to the findings reported by Kirk.

Fouracre, Cennor, & Goldberg's more recent (1962) five~y-ar longitudinal
study on the effzcts of nursery~kindergarten experiences on the immciiate and
subsequent behavior and adjustment of preschool educable retarded children'
disclosed problems and findings somewhat similer to those rerorted in the
aforementiéhed study by Kirk. They had even greater difficulty in locating
preschool mentally retarded children between the ages of four and six, especiale
ly those without central nervous system impairment. 1In fact, this difficulty
proved to ve such & major handicap that it requirec broad revisions and
departures from the original plan of the study and reduced its relevance to
our purposes,

Two recent studies used samples of children, procedures, and tests very
similar to those reported herein. Gray & Klaus (1965) foliqwed a sample of 60
children for three years in a medium sized southern city. Tﬁey fourd that,
prior to school entrance, their experimemtal groups who receivédta special
preschool program showed significant gains when compared to a control groﬁp.
Alpern (i965) failed to find differences between two groups of children (N=30)
who had and~had not been exposed to a one-year nursery school enrichment

program. The original mean IQs of Gray & Klaus' sample was 87 as compared to
ol fror Alpern's, the latter sample being quite similar to the present sample,
Conclusions

f In this chgpter we hawe attempted to discuss certain research studies and

points of view considered by us to e moat ralevant to our own research problem:
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the effects of a variety of preschool experiences on the performances  of child-
ren coming from backgrounds, or geographical foci in our communivy, known to
contribute disproportionately to the mentally retarded population. This

selective review seems to permit the following conclusions:

l. At the preéent time there appears to be a marked resurgence of interest
in mental retardationu generally and in the cultural-familial type of case in
rarticular. Whereas in earlier decades the cultural-familisl cases (variously
labelled "Kallikak," garden-variety, subcultural) were viewed as a distinct
etiological grouping of genetic origin, they tend today to be viewed as part
of that much larger problem‘group in our society given the label "culturally
déprived."

2. There seems to be general agreement that genetic processes represent
an important source of"influence on thé biological foundations of intelligence.
Th *e also seems to be an increasing recognition that far too little is known
about the nature of intelligence {(excopt, perhaps, that it is vastly more
complex than is indicated byythe usual IQ score) to Justify drawing anything
resembling specific hypotheées about the role played by genetic factors. Put
in another way: the heated nature-nurture controver31es of the past have been
superseded by the recognxtion that earlier formulatlons vere oversimpllflca-
tions which served the participants'’ personal Opinions far better than it did
clarificatlon of the problem.

3. The above change in viewing the‘natureunurture cbntroversy, together
with the emergence‘of cultural déﬁriVation as & major prablem‘in our society,
seemed to set the stage’ for systematic attack, both 1n research and in social
action, on ways of bringing about environmental changes that might prevent

intellectual deficits. Put more ﬁositively, the”aim seemed to be to int:ude
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into and to change environments in order to determine the degree to which
intelligence in these individuals could be educated, i.e., to evaluate what bne
"ecould bring out" under changed conditions.,

b, There are relatively few syétematic studies which bear directly on the
effects of planned interventions on the intellectual development of culturally
deprived or cultural-familial mentally retarded children. The studies which
have been done vary greatly in methodological sophlstlcaxlon, quality and
quantity of descriptive detail about such important variables as selection of
cases, differences in contrasting environments, snd control of bias in collec-
tion of data. The findings tend to support the conclusion that plénned
interventions have the predicted effect of increasing intelligence test scores,
although it is by no ﬁeans clear what aspects oi the environment are the most
important ones. Perhaps the most cautious conclusion one should draw is that
available studies do not allow one to conclude that the problem is solved.

5. It may weil’be that one of the major difficultien ehcguntered by
recent studies may in itself turn out to be one of the most illuminating
aspects of the development‘of children from'culturally deprived or cultural-
familial backgrounds.‘ We refer here to the fact that although they can be
found in great nuﬁbers in the suuool setting, the mil&ly mentally retarded
children of preschool age without central nervous system defect were extremely
difficult to locate even when special efforts of case finding were made in
neighborhoods where one would expect to find them in fair number. One

pcsaibility, of eourse, is that intelligence»teats measure different abilities

- or behaviors in the preschool perioa than in the school years. However, there

is no evidence that thia passibility could account fbr wore then a part of the

%difriculty in case finding. Another possibility assumes thet, in as yet




undetermlnaﬁ ways, intro&ucxng these ﬂhildren into the school culture maximizes
& conflict between the home and school cultures producing attitudes toward
learning and self that negatively aiaect test pvrformanue. In any event, if

the difflculty in case finding is a real one, the szplanatlon of it beconmes of

maJor s1gm ~icance in future theorizmng and research.
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It is probably not necessary to elaborate on the final conclusion that
research involving planned interventiogs/in the life of young children is

unusually complexpain terms of conception, execution, and interpretation--and

- reuegnltion of this complexity should influence one's perspective of the work

of earlmer 1nvestigatcrs and moderate one's expectations about the speed with

which answers;wzll be forthcoming in the future.

bode - SR ¥ e R R AN B A P N LK T
. i il . . 1l ' 0o PR S




-

VIRTL 4T Y T TRrST NG ERE AR BBy 7 R P TP R SR ERRTT MFT FFIUIERA T FrA IS

~ Chapter III

Subject Identification and Selection

The focal strategy of studying mental retardation by selectiny and tfeat~
ing essentially normal preschool lower-class children was a direct product of
our theoretical position regarding the relaticuships betweeﬁ social class and
intelléctual development. Changes in selection criteria were:é result of many
months of casework and consequent deliberations. Since these changes were
closely connected witn design modifications, they h;ve implications for
research metnodology. But this kind of field inquiry does not lend itself to
clear distinctions between methods and results. The way a problem is studied
is theoretically éignificant for both particular results obtained and the way
bzhavior is viewed by investiga@ors. Therefore, considerable attention will
be given to our process of changing original criteria.

It will be remembered that, despite the high incidence of mild mental
retardation without organic patbology in iower-class communities (Fouracre,
€6 al., 1961; Kennedy, et al.,, 1961; New York State Department of Mental
Hygiene, 1955), there has been great difficulty in locating such cases at
preschcol age. This finding has led to two major hypothe&es: (a) these pre-
schoolers cannot be identified because of diagnostic naiveté»and inadequate
tests; (b) identification is difficult and cases are infrequent because the

retardation of schc.leage children is a function of an interaction between

elementary and preachool experiences rather than of abilities and infer:r -d

capavities of preschaol children. Wﬁthout rejecting the first alternative
 ther0 is a falr amount of ev1dence thax the second is an hypothesis that

 des§rves careful consideratlon.. This study is mainly concerned with this

secoﬁd hypctﬁehis.‘ Suffice 1t to say at this pomnt the children were

t

°se1ected from lawer social class &nvlronmente anq they were at least two years
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away from entering first grade.
The sample obtained had a relatively small incidence of children who could

be psychometrically designated as being mentally retarded. From knowledge about

the community under study and from that which is assumed to be generally true for
lower~class school-age childﬁen, it was expected that, in subsequent years, this

sample would have a considerably greater incidence of mental retardation.,

Original Criteria

Originally,‘it was the intent of thi@ proiect to select preschool siblings
of cultural«~familial retarded school-age children in order to determine whether
specially devised preschool experiences would significantly effect their
academic ability and estimeted potentim;. From the outset, a diagnosis of
mental retardation for these preecheel ehii&ren was not a criterion for selection.
This procedure reflected our positlen that case finding difficulties of previous
investigators were substantive rather than methodologxcal in orlgln, a 905¢t10n
congruent with our own expermences in & variety of educational and clinical
sett“ngs. In additlon, e felt i% reasonable to assume that if one waited until
such aidiagnosie were possible, it would then become more  difficult, and perhaps
imbossible,to‘reverse the retaf@mﬁion. We felt it eqnally reasonable to assume
that 1f a familial group of ol&ex retarded sibllngs were selected as a reference
group, the younger siblings could be expected to develop in somewhat siwmilar
patterns without outside 1ntervwation. Therefcre, subjects were or;glnelly to
be selected from a population o preschoel children where there was 8 strong
lmkelihood of mild mental retzxdamionuawithcut accompanymng ceneral nervous

' system inrelvementuawithin the femilies of these children, Further, in order to

maximize the 11kelihacd that our preschool populamion could be expected
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(without intervention) eventually to function at a mildly mentally retarded
level, the originael criteria stipulated that subjects selected would have both
a mentally retarded older sibling and a mentally retarded parent, each without
any orgenic iovolvement. In summary, the original criteria were that subjects:
(a) come from a lower social class, (b) be of preschool age, (¢) have at least
one older retarded sibling, and (d) have at least one retarded parent. These

criteria are very similar to those for cultural-familial retardation listed in

the American Association on Mental Deficiency Manual on r"ermino ogy and

C1a581fication in Mental Retardation (1959)

Possible alternative procedures for case finding follow directly from the

criteria., From lower sooial class environments, one migﬁt obtain lists of:
(a) preschocl children, or (b) mentally retarded school-aged children, or (c)
retarded adults. The first alternative vas impractical end, besides, no such
list was availaole to’us. The third alternative vas‘eliminated as a possibility
because, as was pointed out-in previous chapters, adults having a history of
mild retardation usually become assimilated into the population and often
cannot be identified as retarded, Therefore, in our initial thinking, the
second alternative was selected as practical and sound' lists of mildly mental-
“ly retarded children in the public schools of a lower social class area would
be obtained and, if there vere a preschool sibling, the parents would be
1nterV1ewed 1n order to ascertain their 1ntellectuaJ functioning and to secure
their cooperation for including their child in the study.

' To obtain & emall pilot population with which to work, cooperation was
’secured from the cities of Waltham snd Newton, Massaohusetts yduring the fall
and winter of 1961. Their school departments agreed to provide the project

starse with liotw of special class children reaiding in lower-class
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neighborhoods. In addition, the schools contacted each of the families meeting

initial eligibility to seek their cooperation and to encourage them to enroll

their preschool children in the project. From these lists secured from school

officialis, 17 children were selected as supposedly meeting the following
eriteria: preschool age, older brothers or sisters who were mentally retarded
and in special classes, mothers and/or fathers who had been either in special
classes or school failures, no evidence of central nervous system damage as
measured by standard clinical neurological examination, and agreement of
familieé‘to permit preschool children to participate in the study, either as
experimental or non-experimental subjects.l

-‘It soon became apparen: that thisﬂmethod of selection was unworkabie. In
these first 1T cases reviewed it was found that, in general, children in special
'elassés either do not have retarded parents or that it is impossible to say
anything--without a great deal of equivocation--about the level of intellectual
functioning of their parénts. In this population, whether or not there is a
relationship between retardation in parents and children is & moot point,

although our present experiences suggest that, if it exists at all, such a

relgtianship is a complex one. In eddition, the determination of the intellec-

tual level of the parents without direct £esting (which would cause other
probiems)ris cleafxy a vulnerable poiht. It was felt,ﬁhat even an extensive
fgq@ﬂg?atly search of school records wduldknoﬂ give‘usthisrequired'infbrmation.
It should be added that,school fecords were not always readily available and,

when they were available, did not give meaningful and reliable information.

)
B

1. The sample of 17 was reduced to 14, One child was dropped because of
subsequent diagnosis of central nervous system pathology and the parents of
two ¢iher children refused to cooperate during the evaluation and placement
phases, | \ ‘ | \
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To illustrate our difficulty in subject selection, utilizing our original
criteria, it may be helpful to present the following case summary of a child
from.the Waltham-Newton sample considered to come closest in that group to

meeting those original criterie:

Subject 1 and his family have resided at their present address for
1l years. The house is in an alley off a main street in ilewtonville.
All the homes on this sireet are in extremely poor condition and are’
adjacent to lumber yards and other business establishments. The house
is in need of repairs, both inside and outside. The rooms are small,
dark and dingy. Plaster is torn away from the wall, in many places
leaving only beams showing. The furniture, which is sparse, is in poor
condition--being torn and broken. The home is littered by debris,
including empty beer bottles lying under the bed and garbage on the floor.
There seems to be little attempt on the part of the mother to keep the
house clean and in order. During visits to the home, the iuterviewers
noted that the children were dressed with torn and dirty clothing and
were in need of baths. It was also noted that all of the children were
well behaved and friendly. “

- The father of Subject 1 is 36 years of age and went as far as the
third grade in school. He then attended vocational school for "a few
years." He is presently employed as a laborer, works hard all day and
"has not the time to spend with the children that he would like." Mother
is 35 years of age and stated that she went as far as the eighth grade in
school. There are six children in the family-~the two oldest from a
previous marriage by the mother. The aforementioned two children are

said to attend regular grades. An eight-year-old daughter is in a special

class and a seven-year-old daugnter is in the first grade, on the waiting
list to attend special class. There are two preschool children, Subject
l--chronologically two and a half--is one of them. Mother reports that
Subject 1 started to talk at about one year of age, although his speech

is still somewhat limited and, in some instances, unintelligible. He
started to walk at sbout eleven months and was toilet-trained prior to the

age of two. He gets along very well both within the family e¢ircle and with

neighborhood children. Although shy at first meeting, he warms up rather

quickly and has an active interest in both adults and children.

ﬁith ﬁhe evidénce available, éaﬂ;this family be designated as culturale
familial mentally retarded? In one sense, it éan‘ We have here instances of
multiple School failures ofﬁareﬁts and children, There appeared to be a low
level 6f intéllecﬁual functiohing of prarents. In fact, the project social

worker exhibited grea: skepticism as to whether the mother completed the eighth
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grade. The social worker felt the father was equally retarded. 1In addition to
the aforementioned description of family life, we had evidence that this family
was knoﬂn‘to 16 social agencies in the Greater Boston Area, including: Public
Welfare, Catholic Welfare, Family Service, Society for the Prevention of
Cruelty to Children, and Aid to Dependent Children. There did not appear to

be evidences of central nervous system pathology among either siblings or
parents to account for the iow level of school functioning or coumunity denen-
dency. Notwithstanding these data suggestive of a designation of culturale
familial retardatiorn, we had difficulty in classifying this--our most
"familial-liké"dafamily in this category for the following reasons: the
reported school successes of the two oldest siblings, the unverifiable school
records of the parents, and our incomprehensibility in deallng with the meanings
of sueh terms as "attended vocational school for a few years" and "completed

eighth grade,"

{i.:re were numerous other femilies in the Newton-Waltham group that
presented theméeives with more puzzling and ambiguous buckgrounds. There were
femilies having a chiid or two in a special class and other children doing
adequate or superior work. There was another family with children in special
classes and one parent who had attended special classg however, the other

‘parent attended college for a period of time and one of the children was
currenﬁxy_doingkwell'in school. We were not sure what it meant to "attend a
Southernhﬂegfd'colleée for one year." |

Weﬁeréadvisedhy colleagueé well acQﬁainted with the Greater Boéton Area
that attending (in fact, graduating from) vo&atlonal high school does not
precluae the possibility of mental retardatxon. we were further advised thet
not ail“éhildren‘whd attend special classes are mentally retaided nor do all
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who are menvally retarded attend special classes. Although in ou,~ “2alings
with the Newion and Waltham Public School personnel we received an uausual
degre: of cooperation and were peruitited to study case histories of children
and their families, we fbumditsimpossible to verify all of @hﬁ data given to
us by parents about their educational background, and we found, it extremely
difficult %o uncerstand clearly the intellectual functioning of their children
presently enrollec¢ in public wchiocls.

There were several suspicions entertained by the project staff about our
inability to locuase unequivocal cultural-familial mental retardates. Thé most
obious and frequently discussed explanation of this phenomenon was that we had
Just not found a neighborhood sufficiently deprived to offer the candidates we
were seeking., Although all of our children selected from Newton-Waltham were
clearly Caxegoriied in the lower class (using the Warner Index of Status
Characteristics, 1960) and although there were sufficient references to the
limited 8ch601 attainments of pareuts and siblings, it was felt that, in view
of the general middle-class character of both Newton and Waltham, it would be
péésible to find a more suitable geographic area to locate eligible subjects.
It should be stated, at this point, that it was clear that the aforementioned
femilies represented both characteristic lower-class socio-economic status and
extraordinarily high incidences of school failure. "This was manitested and
verified in the Sweetmer (1962) study of the social ecology of Metropolitan
Bo;ton. However, uthough' we vers content with our assignment of these families

certnin1y<lovur class nad, posaihly; xnpro-ontntivn ot the cultural~rnmilia1
uentally rctlrdod. wve felt it incuhhcnt upon our-clvto to find areas more

«truditionally And uncqyivocalxy designated s oevurely culturally deprived.

Fbr several reasons, a meetion of qnproxtm.tomy one square mile in Cambridge,
Mns-nchunctts, vas finnlly selected for study.

Firnt. it wus found by Sweetser




to be one of the most socially and economically deprived areas in Metropolitan
Boston. This aren had a high percentage of non-white population, working
mothers, residential instability, crowded bousing, iow family income, male un-
empl.oyment, low occupational status, and inferior educational opportunities.
Pur several generations it had been the highest "delincuency area" of Cambridge.
Two federally supported low-income housiﬂg projects formed the central core of
this community and the majority of families eventually selected for thé study
resided in these projects. Other families lived in teuement houses in varying
degrees of disrepair, some in better condition than project apartments and
others in poorer condition. -‘The vast majority of families in the area were
marginally economically independent or were on Aid to Dependent Children or
other public welfare.

AThe community was served by a Roman Catholic elementary and high school
which had no special classes and, traditionally, exempted and excluded children
whc“were school failures. There was also an elementary school which had four
special classes, The "reputed" mean 1§ of this school was about ninety. A
few families on the western periphery of the community were served by a second
public elementary school, |

About,30 per cent of the families were Negro and 70 per cent were white.
Fronm evidenceeupplied by our case finders, it appesared that the majority of
vhite fnmilies were Roman Catholic andxﬁpst of the Negro families were
Protestant, Several social agencies served the commutiity. One‘df the two
.settlemept houses, the Cambridge Neighborhood House, was used as the base of
operations for the case finaing team. Case work services were provided by
the locdl"family,caseﬁofkuagehéy, CathoiicCharities, and a case worker from
one of the setfleﬁent‘houses.\‘Social workefs‘reported that it wéé usuélxy

necessary for them to visit the homes since mothers found it very difficult
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| necesséry»for4them,to Visit.the hcmgsAéince,mOtﬁérﬁ round,it,very,difticult
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| to keep appointments. The local child guidance clinic gave some services to
yhese femilies., Medical services were generally provided by the local city
hospital and services‘fbt tne retarded were éxténded‘by the Cambridge
Developmental Clinic.

Although the case finding team was able to identify and enlist the
cooperation of numerous families that, from any consideration, must be classi-
fied as severely socially and economically deprived, we continued to face
ambiguous and puzzling evidence bearing on the unequivocal designation of
families,as cultural-familial, Case summaries of se?eral of our Cambridge

families illusirate the problems we encountered:

The family of Subject 2 lives in a section of Cambridge known as

"red block." This blonk comsists of fuur, ‘our-story apartment h::.ses,
all connected. Family 2 lives in a building that was condemned several
years ago but never demolished, Many families go to live on "red block"
when they are evicted from the project or as a last resort. In this
neighborhnood, it is considered degrading to have to live on this block.
‘The particular building under discussion is in a deplorable physical
condition, dirty, and an apparent fire trap. Stairways are broken and T
garbage strewn on all floors., Stairways and hallways are dark, with ‘
light coming through a skylight during the day. Obscene words are
written on the walls of the hallways; the entire house smells of kerosene
which is the only type of fuel used; ceilings are cracked and plaster is
falling down. The house is infested with rats and this seems to be a
continuous problem tenants are faced with. No door has a name or number
on it and mailboxes do not give indication as to which apartment contains
which family. Most people in the house pick up their mail at the post
office, as most mail is in the form of relief or other dependency checks,
and it does not appear to be a good idea to rely upon the broken and

. easily stolen from central mailboxes., It was pointed out that this
obscurity helps in awoxdinggcraditors as well as other unwanted visitors.

" ufThe family is known to 1l socxal agencies in the Greater Boston -
Area, including Public Welfare, Catholic Charities, and Family Service.

The father-is 40 years old, reports having completed seven grades
of school, not working, and presently a patient at the Veterans Admini«
stration Hospital, suffering with Asthma. Previous to his hospital
coprinement he was an odd—Job worker. He is seid to be an alcoholic.

- The mother is 37 years old, reported thab she stayed back a lot in
‘school and did not like school but campletad seven grades.
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There are eight children in this family, six of school age, none in
the special class., However, the li-year-old son is in the fifth grade;
the 12-y:ar-old daughter is in the sixth grade; the ll-year-old daughter
is in the third grade; the eight-year-old daughter is in the first gradej
the seven-year-old daughter is in kindergarten; and the six-yesr-old son
is in kindergarten. There is evidence here of general and multiple grade
repetition of siblings.’

~ Subject 2, a three and a half-year-old boy, one of two preschoolers
in the family, was delivered after a normal pregnancy. The mother reports
an uneventful early life, he ate well, was weaned without difficulty,
walked at about a year and talked at about & year, His toilet-training
began at about six months of age and by one year ne was trained.

# %

Family 3 lives in & duplex four-room apartment in Cambridge. The
interior of the apartment is in dire need of repairs, very dark, and

- poorly furnished. During the winter months it is poorly heated snd very
‘cold. In general the apartment is very airty with neaps of garbage on the

floors of each room. The toilet and kitchen are unhygienic and neglected.
Mattresses on the floor serve as beds and, in summary, it would be diffi-
cult to imagine mare depressing physical surroundings.

The father is L2 years old and reportedly & graduate of Technical
High School. He is a veteran and has always been employed as a welder.
He is reputed to be a heavy drinker and to consider his own needs and
desires above those of his family. His wife reports that he has not shown
any interest in caring for his children or his wife for several years. He
has separated many tlmes from nis wlfe, legally dnrlng the past year,

The mother is 36 years old and attended school as far as the  ighth
grade. She reports never to have repeated any grades and considers
herself bright, in fact much brighter than her children whom she refers
to &8 "stupid." She has always assumed full responsibility for her family -
and presently works nights to add to the 30 dollars a'week that her husband

.18 required to pay for- support of the family.

The oldest sibling, 15 years of age, in good health, just campleted \

the eighth grade at school. In the past, he repeated grades 3, 4, and 6.

~ He dislikes school and is a poor student. The ll~-year-old dmughter is in
good health and considered to be "smartest" of all the children. She

began at a parochial school but was removed for school failure. She now
attends public school and has repeated the eighth grade, She assumes
major responsibility for the care of Subject 3. The l2wyear-old som is
in good health and considered by the mother to be "lazy." He attends
the sixth grade and has repeated the fourth grade. He dislikes school
very much. The second youngest child is five years of age and began
school in the fall. He is in good health. |

 Subject 3 was three years old when he entered the project., Although

he was an Ri-negative baby, he received a clean bill of health during a

¥
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very closely supervised nine month post-natal period. He haé nevér been
hospitalized nor has he had any childhood illnesses. He walked at about
eleven months, was able to understand words at about two years of age,

‘and is Just now beginning to speak. He completed toilet-training quite

recently, gets along very well with peers and family, is considered
friendly and easily manageabl 2 by the family, and is considered to be
brighter than other children in the. family.

% % N

The family of Subject 4 lives in & six-room apartment on the second
and third floors above a dental equipment firm. Both the interior and
exterior of the building are in need of extensive repair. The inside is
furnished with only the barest essentials. It is very dirty, windows are
broken, and most of the walls are broken away.

The family is known to tex social agencies in the Greatsr Boston Area,
including Public Welfare, Society for the Prevention.of .Cruelty to Children,
State Division of Child Guardianship, Family Society, and Legal Aid Society.

The rather‘is 36 ycars old, attended but did not

’ ) graduate from voca=
ti9nal school, gnd had repeated several grades. He is rarely at home, is
sax@ to be of little help to the mother, &nd spends whatover money is
available on "drinking or running about."™

" The mother is 28 years old, completed the ninth grade of Jjunior high
school, while repeating two grades. ©She quit school at 16 to go to work,
married at that time, with frequent separations terminating in divorce in
1959. Since her divorce, she has been receiving Aid to Dependent Children
assistance. She appears unable to keep up with rearing her seven children.
They are physically unclean and unmanageable. |

Phe oldest sibling is ten years old, recently completed the fourth
grade, and has repeated the first grade. The nine-year-old daughter has
just completed the third grade and has not repeated any grades. The
seven-year-old daughter has repested the first grade. The six~year~old
son has just completed the first grade and is going to repeat it this
year. The five-year-old son completed kindergarten this year but will

repeat it again next year.

Subject 4, three and half years old on entrance to the project, is
one of two preschool children in the family. His early history was
normsl and unremarkable., He reportedly said words at about one year of
age, walked at 11 months, and has been toilet-trained since his second
birthday. He gets along well with other children in the neighborhood
although he“does not get along with his brother, one year older than he. -
His mother reports him as being "spoiled.” He is the baby in the family
and apparently both mother and siblings “gpoil him.“

f % &

| The ramily.of Subject 5 1ivea.ih'a five-room broaect gpartment,.”The
jinterior of the apartment is neat and clean, although sparsely and poorly

{
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rurnishod. There is some axtempt £o.keep’the apartment in good order,

The family is known to nine social agencies, including Public Welfare,
Family. Service, State Division of Child Guardianship, and the Society for
the Prevention of Cruelty to Children.

. The.father is 38 yoars old, completed six grades. of school and
repeatﬂd at least three grades prior to his leaving school at age 16, He

nas always worked as a flsherman. During the fishing seagon he leaves his
familv for long periods of time and when he is home he spends his evenings
drlnk;ng, gambling, and "running around." He is reported to be an ill-
tempered person, easily angered and unconcerned with the financial or
emotional support of his family.

rew

The mother is 30 years old and attended part of the second year of
high school. She left school at age 16 in order to get out of an unhappy
home situation, married at that time, and is presently suing for divorce.
Since her separation she has been receiving Aid to Dependent Children

funds. Because her husband is freguently away from home, child rearing is
left almost entirely to her. She feels she is too essy on. the children,
not strict enough and, as a result, the children get what they wvant.

The -oldest sibling; a daughter, hasyjust completed the eighth grade
and has never repeated any grades. A son, age nine, repeated the first
grade end is now attending special clase. He is a "fire setter" who was
sent by the courts to a child guidance clinic and is presently awaiting
treatment. A son, age eight, has completed the second grade and has not
repeated any grades. -A daughter, age flve, Just completed kindergarten
and is going into the first grade. :

| Subject 5, one of two preschool children in the family had an une
eventful early childhood, talking about the same age as the other childe
ren, and walking by the time he was one year old. He was toilet-trained
by the time he was two and one~half, although he still has ‘accidents at
night. He is a pleasant little boy, minds his mother well, responds to
- her diac1pline, rarely. has to be spanked, is good natured, and mixes well
with other chlldren in the neighborhood and his siblings. |

% @
The family of Subject 6§ lives in a wooden house outside the project .
area. The house has broken windows, broken wallboards, paint cracked
and peeling, and garbage, glass, and other debris strewn around the yard.
Torn shades end broken windows can be seen from the outside of the. house.
The front entrance reveals a garbage cluttered portal and narrow dark .
steps, unlighted and smelling of gasoline. - -Inside, rocms ure extremely
small, furnishings are bare and in disrepsir, and at various places there.
are barrels of garbage, old rags, and other debris. Beds are not made,
four in some rooms, some. without ‘blankets, others with clothes or other
articles piled upon them. ” . S
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The father is 38 years old, said by the mother to be a graduate of a.
technical high school, and is currently working as an unskilled laborer at
an automobile agency. He recently was released from jail where he spent
one week for contempt of court fOr failure to pay a bill.

The mother is 4o years old, completed eight grades of school and wert
a few weeks to trade high school. At the time of her initial .nterview,

- she was in her seventh month of pregnancy, expecting her sixth child by
Caesarean ;section. She appears to be a rambling, tangential woman who
either has a good sense of humor or extremely inappropriate affect. She

 appears to nave difficulty caring for her children ‘and her stated motive

for entering her child in the research project is "to get him off my back
for three or four hours a day."

- The oldest sibling is 12 years old, mentally retarded, and excluded
from public school for a period of five years. He is presently in a
special class. The ten-year-old daughter is in che second grade. The
‘nine-year-old daughter is presently repeating the flrst grade and the
91x-year-cld daughter is repeatlnp klndergarten.

SubJect.o was born by Caesarean section, exhibiting a slow develop-
mental history. Althcigh he walked at an average age, at age three and
a half when he entered the project class, he was Just beginning to talk,
He eats poorly and had been hospitalized where a diagnosis of anemia on
the basis of malnutrition was made.

*7* *

, The famlly of Subject 7 llves in one of the two aforementioned

hou81ng projects. The apartment is dirty, barren of furnlture, extremely
crowded (although this is a flve-room apartment), and, in general, quite
dllapldeted.

The femily is known to ‘1l social agencies in the Greater Boston
Area, includlng Public Welfare, Famlly Society, and Legal Aid Soclety.

The father, age unknown, is rarely home anz the mother has little
~idea what his educational attainment was. Mother describes him as “drunk
all the time and there's no point interviewing him."

, The mother is 39 years old toothless, and jus} returned from the
hospital where she ‘gave birth to her eighth child. She completed three
years -of hxgh school. L ,

The oldest sibling, 18 years of age, is a special class graduate,

- went one year to vocational school and is now "away." A 17-year-old son
© 'is in the first year of trade school. A 13-year-old daughter is in the
special ¢lassi A nine-year~old son is in the first grade. A six-year-
old daughter is in kindergarten. | |

» Sthect 7, one of three presohool children in the family, was approxi-

‘°“*mately four years of age on entrance to the project class. He appears to

be an appealing child. inhibited and largely non-verbal. . He is of average
‘size‘epd does not have any noticeable physical diaorders.
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6bviously.the above families, not unrepresentative of our entire-study‘
| population, csn.bevcaiegorizedﬁss culturaily deprived and exhibiting high -
incidences:of school failnre,both'ot psrents and children; Howerer, as-with
- our experiences inNewton and Waltham, we were unable to verify the intellec- |
tuel level of parents nor were we always able to understand the school
‘sttsinments of children presently enrolled &s studenss. In the Newton-Waltham
ssmple, our problems were due mainly to dirficulty in ascertaining intellectual
levels of psrents without the obvious embsrrsssments and complicstions thst |
would sccrue in smtempting to evaluste them dircctly. In addition, we had some
i,difficulty in understsnding both the school records of children pres=ntly enroll~
' ed snd the inconsistent school records within families. |
In the Cambridge population we vere beset with an additional problem-
,becsuse of stringent school regulstions ve were unable to secure permission to
study case records of children who were either presently sstending or had
completed formsl schooling. (This problem was mitigsted 1s$er, as ve developed

a better relstionship with the sdministra&ion.) However, from our experiences

oy

'in Neuton and Walthsm, we hsd to conclude thst even hsd school records been
swsilable in Csmbridse, they would not huve given thc type ot infbrmstion which
e ressrd ss both mesningful snd rcliable. In sddition, we were rorced to
| conclude thst, slthough all or our fsmilies could be classiried as culturclxy
dcprived ‘and slthough there were inordinste‘amounts of school fnilure and in-
axtention to intellectusl stimnlction in these homcs, snd notwithstanding the
fhct that sone or our families could be clsssified as ”culturs1~fsmilial msntal
{retsrdstcs using the nforemcntionsd Americsn Associstion on Mental Dciiciency
| ncmsnclsture. it sppesred frcm our studies of cases that the occurrcnce or |
documnntcd mcntsi rctardsxion in thc psrent was relutiveky 1ndcpendent of its

occurrence in the child. It wcs, theretore, not poseible to obtsin a clesr,
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unambiguous - sample of any size 1f the A.A.M.D. crlterla for cu.tural-famlllal

mental retardaﬁlon were to be met in letter as well as in spirit.

' Final Criteria for Subject Selection

' : Ny “ +
Y o

The flnal crmterla-adapted for‘subject selectlon dld nof‘lnclude either
harlng31b11ngs 1n aﬁspeelal class or hav1ng a retarded parent, although, as‘
it turned out, many subJects met these crlterla. The most importantioriterion
eooloyed was that the subgects had to reszde in a hlghly deprlved ares charace
terlzed by nign dellnquency’raies, 8 con81derable pr0portlon of school drOp-outs
and school failures, low occupational sta&us of parents, and run-down homes.  The
other crlterla employed were: Hno ev1dence that‘the famlly was llVlng temporarily
~in the area, the level of parental educatlon and occupatlon was usual for that
:area, and neurologlcal exam;natlon of the chlld revealed no central nervous'
system pathology. Flnally, the parents had to give thelr consent for inclusion
of the child in tﬁe proJect. | | |

As mentloned previously, the problem of obtalnlng names of famlllesihav1ng
Lochildren ase-eligible for the proJect at the txme of subject selectlon was not
facxlrtated by access to school recordS' as in NewtonAWaltham. Nor were records
of the housing proJects avaxlable. The flrst step 1n obtaining lists of p0381b1e
candldates 1nvolved dlscussion with executives and workers at commnnlty agencies
- who might have knowledge of famllles in the area meeting our criteria. Repres-
entatives of Cathollc Charltles, Cambrldge Femlly Society, Cambrxdge Nelghbor- |
hood House, Margaret Fuller House, Roberts School, St. Mary s School, V181ting
.Nurses Associat;on, Department of Public Welrare, Cambridge Developmental Clinic,
“the neighborhood Catholic church, and the housing projects were vmszted ‘and the

study discussed with them. Volunteer workers at the Cambridge Neighborhood

soiy <




House, where the case finding team wac based, met with the project staff to
| discuss our need to lncate preschool children. Fifty volunieers-~college
students f;om Bostoﬂ University, Harvard, Radcliffe; Lesley, Simmons, and
. Wellesley--agreed to canvass both of the'housing proJects and the apartments
on thetsurrounding étreets. - They returned with llsts of famllles who had
cnlldren between the ages of two and 8 naﬁf and four, at least age-eligible
. for the project. Those famllles who were interested in applying for our school

were.ihstructed to call the Cambridge'Neighbornood House to make an appoint-

o ment for an interview and evaluation of thelr cnild.

Approxlmately twenty mot.ers phoned the Nelghborhooa House for aproint-

, ments to aisc\ss the school WIth the proJect staff. All except one mother kept
her appoxntment at tne stated time. For the most part the people who called

: for appozntments were notfellglble on. the revzsed criteria, i. e., they were

| not characterlstzcally from lower classes they were temporarily in the community
- aue to one setback or another, or the preschool children were not eligible for -
1nclusxon in tne study due to a physical or psycholngcal problen.

It noon became apparont tnat the pro1ect staff could not set up office in

| ,1rthe Cambrxdge Neighborhood House waiting rbr péreuts to come in to be inter-

3LV1ewed fbr the prodect. »There‘ore.‘unscheduled home visits were made to all
yfamilies who had‘ngen»cheir naﬁes’to the volunteers as having children age-
“‘eligibln for the Prodect Staff memhers had little di'flculty in obtaining
‘ entrance to thesq apartmcnts when they anncunced that they represented the
‘ Cambridge Neighb;rhood House and, consequently, fumillea were visited in this
imanner. Some of these families did not meet one or another of the criteria

‘hfbr\incluaion._ In ld caaes. most of whom were eminently elmgible fbr the

proJect. mothers declined to partic;pate because ahey wanted to keep their

e -xiALAJ R R R T e i “f e et et b el —cmend ks S




‘ A -h56- ‘

qprescnool chlldren at home. Two fathers indicated that they did not‘wish their

‘young chxld to go to nursery school becauae the others had not gone and they
would not wish thls particular Chlld to. get ahead of nis brotners and sisters.

o Beveral of the familles who were accepted via the home v181tax10n method |

| subseqnently fa1led to keep appoantments at the Cambr1dge Nelghborhood House
‘and all xnterviews and psychologlcal and physlcal evaluatlons nad to be conduct-

| edvin the home setting. It was predicted by the case finding staff. tnat tnese,
and numerous other familles, would have dlfficulty getting their children ready

- for school and bus plckup, were they to ‘be accepted as experimental subJects.

| Such predictlons or expectatlons were not involved in final Selectlon. If the

| famaly metgtne criteria and agreed to have thexr.cnlld partlelpate, the child

was inéludéds | | |

f in addztlon to the two afbrementloned methods of case finding (scheduled

“and unschednled home viaitg), there stall remaxned a slzeable m1nority of

‘families who were "hard %o reach.“ They had not been contacted by«the volunteers

*fnor had’ they responded to flyers aent out to- every home 1n “the neighborhood

| suggesting that they callfthe Cambridge Neighborhood House for infbrmatxon about

 “ the preachool classes. To contact this -group, a period of "cold canvassing

wag 1nst1tu&ed by th proaect team. The method employed was a simple onme. fA

staff'member walkqﬁ > nng a. street und ir he saw 8 paﬁticularly dilapidated

am4_ﬂppeared na one could.possibly live, he knoaked on the. door .

‘ )house ;n whxch

"and uaually*%unned up a f‘
. g4
additxon toz%ha tsmilies obtained hy hama visits, intnmview: within the

h

"fu.which conformed admirxhhy to the criteria. In

'* -Neighmrhom nouse, md cald canmmg. smra.l cmdiﬂlmuwrmilies were.

suggested bur the asmr or the sociel or adncwbianﬂ uswwm previcuslv menﬁ“‘d'




LR AL SRV TR R T IR RIS AV T N R R W I e Ay RS 3

it i 1ok S AL ] Hr Al i TELTH LY F B i o ey AL \5\,{,%@'\ ‘3 A iahana AR G 8 B s RGNS R S LG RS ALY 0 A Dy Tk 11,3 AR

SO <3 A f{ . e . N N W 1,:.‘ i ‘?13 ‘th:f&g“ i pé'_t‘u,g i "}"‘{‘?‘“8?’1‘."; ‘a"‘( “:mﬁ‘. R R R
. ' . N X \ . ' N

Z57-

[ | s‘ ‘. Aa & result or what we believe to hawe been a thorough search for eligible
| “children, emyloying a variety of reeaonable methods to find subject-cendidates,
69 subJects from the Cambridge area were found to meet the criteria. Five were |
‘ultimamely dropped beeauae motners never sent them to‘the preschool program,
.two experimental children moved out of the area, end two non-experxmental child-
- ren moved out of stete-thus rednclng the aample to 60 chxldren. Together with
' the pilot sample, there was & total of. Th cases meeting all crlterla and accepted

as part of the project.

Implicetions of Case F@nding

It is obvious thex the crlterla flnally employed do not ellow us, directly,

‘to generalize our findlngs or conclusions to the culturalafamllial mentelly
fretarded group, ‘a8 that group has traditionally been defined. Thzs restrlctlon
cmay be far less 1mportent than it seems in llght of our experlence, eimllar to
ﬂwthax of other 1nvestlgetors dlscussed 1n the previous chapter, that the . |
qpresehool cultural-temilxal child ia difficult to locate.‘ The degree of dlfficul-"
ty which we and others hawe encountered, when teken together with the relatlve ‘
".eese or locating sueh cnildren durxng the achool years, suggests that an
“explanetion in terms of poor measuring instruments is rer from a complete one.
| It may be thet tor reesons now poorly underatood, or not even as yet steted,
ethe oulturalnremilial tamily exzsts in far fewer numbers than in earlier decades.
"Thia ieueot ﬁo say that there are not certain neighborhoods and, in fect,»-
yfparticulur femiliee tnam breed lerge numbers of so-oalled ramilial mentally
;reterded children. Nor do ue imply that theae neighborhoods ere deereasing in
Visi:e.q The po;nt we are em@hesiaing is thet it 1s becoming more epparent that

| “fthe clearwcux, eeiilyﬂ;etegorized familiel family is less and less available
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for study and more and nore dirficult to expiain.: For example, if one. were to

review some of the eerlier family studies presented by Goddard (1912) and other

workers, it would heve been fairly easy to camegorize certain families as

fEmilial, besea on currently accepted criteria. "In those ramilies it was usual

for botn mother and fether to. be in special classes or to be early scnool

drcp-ouis or scnool railures. it wns alsc quite‘usnal to find‘severel of the
childrenneither‘in special classes, instituticnal‘programs, or school failures.
Our experiences hawe discloeed that those femilies that are now found often

presen such confusing discrepancies with the stereotype “cultural-fnmilial

mental retardation" that it is very difficult to ‘designate them as familial,

B even though they meet the minimum criterie. When one considers the dramatic

changcs wnich have occurred in our society since the early decades of this

wcentury, it is by no means faruxetched to assume that they have operated to re-

‘\duce the number or such families. Acceleration of urbenization of our- societym

the greet advances in transportaxion end communicetion, the increase in speciel

"education racilities, tne everuincreasxng number and quelity of social agencies--

these and other changes conceivably mny nave had the conseqnence of reducing
the number of culturalnfamilial families. “ | |

Although the nature of our subject population restrictc us from gencralizing

“directly to 8 population of cultural-femilial mentally retarded children, it does

seem that wc can gcnerelize, hewever cauticusly, to a much 1arger pOpulation, It

will be remembered thet the beeic consideration in sclecting suhjects was that

they ccme trcm en envircnment which had»n history or producing a high percentege

G

rcf schaol railuree., Thia kind of environment hns come to be referred to as a

/

~~culturelly deprived envirenment. There i; gcod reason tc believe that cuch |

124

~env1romnts ;xm thrcughcmt the United stutes in citice and in rurel a.rcaa. -

v
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“Thcy are characterized by low incomca, high unemployment, high delinqnency rates,
a great dapendcncy on social welfare agencies, and a high incidence of school
failure in the 1ocal schoola. Not only is there assumed to be a great similarity
‘ “in the aymptomntic aocial behavior within these neighbornocds but it is also
‘assumcd that the deprivution that is operating upon individual children is more
orilens homogeneous from ares to area. | |
aItfis,ofjconnsc,,plausible to entcrtain the‘qucntion of different kinds of
’cnlturcl dcprivotion that exist within differént‘kinds of communities. However,
fOrthegburposea of this study,‘it seems reasonsble to assume that within the
‘ variety of circumstanceo thnt exist in lower»class environments, there is a
- substantial core or communality which is morc a function of the conditions thut
exist within the environment than it is a function of the biological character-
‘ﬁistics of the children within these environments. Without making any Judgmcnt
as to how mnch ucight can be givcn to the environmental characteristics, on one
\hand, and the biological characteristics, on the other, it is assumcd that the
‘7wweighting of thc environmentcl characteristics is Sufiicient to make prcgrams o
~,§ggb as will be. dcacribed in“thisﬁvolumc generallytapplicable.”
It is clear ‘that ‘there has been no cxplicit attempt in this study to choose

na typical 1oucr-¢laaa commnnity cr to select typical children rrom,that commnnity.

A rigorounly represcntativo pro%edure was . impoasible to acccnplish, both because
or thc trcmcndout expenaa inwolwcd nnd because . of the choracteristica of lower-
g clcms ccnnunitiea. In cuch ccgmnnitiea the reacarcher cannot carctulxy explain %
o to, q.i of tnc pmnn whv.t redea.rch is snd how 1t will be accomplished nor can j
 ;'ha assumc tgn euvircnmcntai opnutuney that might be cxpectcd in 8 middle-class
| &Jacttins., In apitc ot th5 tcﬁt ‘that the aeleotion of thc commnnity and the
| children vi,th;,n the 50

”g_it# worc not done- in 'Y way to in:ure thnt they would

- |
. . .
T S OV B Lrfat il J
- . 2 S : [ Lo : e
A : o ' . I ' : :
' : o . - 1 :
- ) . i i o . .
- PR . ’ Co I : 4 L . o A b ' ' c '

' HE B R : i : : :

. N - o i - . = . )
. PN L . : : Y e . : ' :
P ; . . . - . 4 . B S i . u . : v
s ‘ o e i ‘ .
N . . B i B = B : i .. . .
. D . S . A : - S - ‘ ‘

T T
- [




’ o o -60-

| ne”repreSentative. it wes felt that a study of Obtainable children in any lower-
t class community could be extremely meaningful prov1ded that the children could

be randomly assigned to experimental and non—experimental groups. The difficul-

e

| ty here centers ubout whether errecta of the experimental procedure, ifr they

| prove to be significant, are externnlly valid even if the effects are true ones.
| This is to say that any significant differences that are found to be valid fbr |
_-the particular group of children in‘the‘stndy mignt‘not be valid if generalized

to other groups(or children in the same cormunity or in other communities. The

| 'question‘ we ask is whether the variability that exists within the semple of study
“possible sam@lea or children in tnis community or in other communities.
There is, or eourse, no wdy ror us to’ fully resolve the above question at
the present time, - Follow—up studies nr these children in the years tn come could

‘certainly determine the extent to which they are more or less typical 6t ‘the

cdmmunity in uhich they live.: The assumption under which this study nas been“ |
designed is not 80 much that these children are typical or lower-class children
but that they are not atypical and that their respdnses to being in a particular
‘kind of preschool environment for two years will not be unlike the r«sponses or
‘;other luwerhclass chiiaren because of the great similarities that do exist in
ithe hdmms and inf‘heﬁgeneral cireumstanceseér marginai tamilies.‘

— e e

Tnis iﬂ"'

éﬁil hive externa.l validity to. the extent that there is

( y
effbcts urdn ednélﬁibnal runetioning nr children ‘tHat 1ive within.them. To the

ldver-ela;s edmmunities with regards to(the enviranmantal

'eztent thﬁt %hbré*ari biolnguhni deterﬁinad&s ur behnviar‘that ‘are speciric to

dii‘terent ir br’ f&

in tia., there uill be a question about external validity-

é6t of environuent oh organisms
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vvvvv will;vary according to howAgcvtant the environment is. To give an example,
environmant which is extremely hostile to an organism wzll play a much greater
‘«part 1n thnt orgwnism's davelopmznt thsn wnuld a mnre normal one. One can

"“‘reusan fvam tNiu thst [ ‘er mental anvironmanms will have 5geamest effects on

: ggggg.childran whose hqme aav&renmsntt have been most extraordingg;
a In summany, the salaction of subjects fbr this study had two maaor
dimensions- 1n the rirst place, we obta&ned a sample of children whose prdba-
| bility for school success. was by no means high, tnd, in the second place, this
lample ‘seemed to ba nov unlike other samples of children in other communities
that are aharucterired uy ) high inc:danca of schoul railure.
In Chqpters V und VI we shall describe, - at Length, tnc preschool ‘environe
e mant 1nta which part of: our sample was placed. Howaverg before*presentmng-such

r ?,ﬂascrﬁptiona, it is necanaary to' describe. hnw the exparimental and non-experi-

R mmubal g#auptwware tbrmzd, the aalection cf-psychologicul and ;ocial

i uvalua&tnn: empluyed, aud other matters hawing benring on the research design

, \ m pm'b Gf m“rpmﬁon.
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Chepter IV o

. Design fbr_Group Assignment and Test Selection

iIn Cnapter III we Qeécribed our ratiohale for, and oﬁr aétivity in, selecting
Na éample dflower-clésskpreschooi ehildren. Fundamentally, our 1nterest resided
‘1n tne study of ‘the prcolemat1c relatlonsth between cuitural deprlvatlon and

| mental- returdat;on 1n tne context or ongozng eaucatlonal programs. This led to

the operatlonal problem of asslgnlng subjects to groups and the selectlon of

measurements which are specific couuerns of this chapter.

wnale 1t is a falrly straightforward matter to set up an experimental deslgn
and to. sclect measurements in order to eva¢uate the efiects of certaln sp601f1ed
treéﬁﬁenﬁ programs. 1t by no,means fbllowa tnat the appllcatlon of that desxgn
in flald researcn can be easlly communlcaxed to other 1nvestigators. For example,
1t is perfectly clear to secxal sc*entlsts wnat is meant by ranaom;zed groups, at
leas& at: that momant in tlme wnen subgects are actualﬁy assigned to one of several
treatment or control graups.ﬂ However, it is not at all - clear what this ranaom
assxgnment means when th¢re are experzmental ch1lQren who do not rec*;ve the full
treatment and when there are control chxldren who do not stay "controlled." It
may very well be, and 1t is our contentlon, that a simple descriptlon of
principles of experxmental design as tney apply to a partzcular study, without a
carerul discusa;on of now and if these principles wor&ed can do mpre to distort

a aescription of what hax taken place than to contrxbute towards 1ts understandzng.

In thia 1ight, our view of design 15 more that of interactions among

statzstical, logical and maaaurement princlples, on one hand, and applicat;on, on .
the other, than a simple description or & plan that was designed befbre the
intervantion started. We will often refer, specifically to what vas planned

befbre the fbrmal phaaa of the inwcstigation started but we will try to make it

. : YL . . . .
e P : . - ' Ty S . o
o S 62
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i strntlfieu&ion assured maximum erriciency ﬁnd group eqnivalence (Demins, 1950)

clear that the vagarles of flEld research often caused us to depert fromlour plans
‘to such an extent that the departure was more 81gniflcant than the origlnal plan
| itself. In presentxng the deelgn in thls way we hawe in mlnd to fbrmalize the :
*‘~crucial problems of educational field research, partlcularly with reference to
fthpse studies that concern themselves wltn lower-class prescnool chlldren whose

surroundxngs and 0pportun1t1es can be loosely aescrlbed as deprlved.

Design of Groups

In Chapter III we descrlbed the selectlon of two samples of chlldren waich
‘were to ‘be used to test hypotheses about tne efrects of an educational 1nterven-
tion during the preschool years. The d1v1s‘on of these samples into experlmental
;and nonoexperxmental groups 1s graphlcally described in Table 1. The pxlot sample,‘
| fwhich was descrlbed in Chapter III, was organlzed a year before the prlncipal B

‘V‘sample and prqnxded the proJect staff thn an exploraxory graup. Thls group per- :

)mltted us. to stuﬂy selection, testxng, and curricula procedures before the more

l rormal phase of the study began._ Furthermore, 1t gave the senzor staff of" the

project the necessary tzme to treln teacners fbr the classroom and fbr work with

children in a specially designed teaching situat10n~~the Responsxve Environment.
This method utilized an electric typewrzter to enable children to learn through

{their own diseovery.

The divzsion of the pwinciyal sample into two experimental groups and a

npn-experimental group was done by strat;fied‘randem assignmen&,futilizing,the

_Stantnrdnsinem IQ, chronologicel ase, and eex 1m:the atramirication. This prlor

| The designntion or the-group of children whc were not invelved in the
,‘ interventien as “nonnexperimental" rather than "eontrol“ is the result of our

.ineight into the design of field resenrch or thie type. o

—— e
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,'Theal ch1ldren who remaloed home were certainly not a control group in the sense
that they recelved nothlng.’ On the contrary, during the Tirst year of the inter-
1‘vent10n flve of these chlldren‘were 1nvolved in preschool proprams in thelr‘
ﬁlmmeomate nelghborhoods. Further, durlng tne secono year of the intervention 13
eof them were involved in a kindergarten program‘at the‘local public schbol--one;“
thet consmsteo of classes whlch were relatlvely small (approxlmately elght to
‘ten) ‘because of the large exodus of chlldren from the nelghborhood into our
experimEntal program. In addition to this obvious cortamination of the control
process there was similar contaminatlon of the experlmental process as not all
) of the experlmental children were in daxly attendance in the experlmental program
end there vere a few who rarely axtended the program in the two years of 1ts
'exlstence (See Tables I and II of Appendlx A). ‘For these reasons, the apparent
“‘discreet dichotomy between experimental and non-experlmental is, in- reallty,
continuous variable which includes children who ‘had hlghly stlmulatlng 1nterven~‘
rt1ons for two years, eitner in or out of the pro ject, and children who recelvea’
"preotically no preschool or xindergarten program prior 'to their entrance in
public 'school and, therefore, prior to the final evaluatlon.
We see this 1mpur1ty of the 1naependent variable as an ubiquitous problem

in field- research of this type, especially when investlgatora focus thelr

attentzon on the 1ntensive stuay of relatively small groups of children.

One strategy for deafing with this problem was to eompare experimental

’ groupm with each other as well as with a non~experimental group. " In the present

L investigamion two experiMental groupa were fbrmedp-une which received the

presehool intervention plus the Responsive Enviroument ana a aecond group which ;

e

reeeived ‘only thn preschool intervention. As a result, there are two analytical

categories of approaches, that may be used- in analyzing our date and in 1ook1ng
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at the reeulta of the~various programe. The primary cetegorles sxmply divided

the sample into an experxmental and a non-experlmental group. Analyses of data -

- were mede on this basxs. Secondary categorles concerned the random d1v1smon of‘

fthe experimental group into the two prevlously mentloned sub-groups.‘ In both

analytlcal categor;es, the same non~experimental group was used as a basis of

comparison., The,xmplicit problem in the use of the secondary categories‘concerns‘

“ the question q:ﬂwhether“the‘three groups should be compared or whether each of

the experimental groupe should be compared‘seperately~with‘the ﬁon-experimentel
group. 1n.¢ither'case‘i£ was felt that the use of the secondary categeriee;depended

upon establishing‘the effectiveness of the experimental treatment, including both

| variations. Once the prim&rylena;yeis{ceuld‘be accepted as significant, i£ was

thought that & secondary analysis could be made in order to test the relative
etfectiveness of the variations in the experimental program.‘\
From the above discuss;on it can be seen that sthects were randomly assigned

to groups and, as will be descrmbed leter, groups were systematically tested at

four yearly 1ntervals, all or which points to the structure of a true experlmental

deslgn.‘ As has been pointed out before, the problems of field research were such
as to eontaminaxe the purity of this design,
It should;be added here that an 1mportant threat to the internal validxty of |

nany studiee An this aree, suhaect ettrition, Was not a problem in this

;investisu&ion. During. thm three years in ﬂhich-children were involved only one

auhaect Ay lqst (during the lent year), although aeveral of the experimental

sthects,mevg4~ouh,o£ the ares end.therefare could net continue in the interven-

tipn., exnerimnntal [ 8 npn-experimental aubjeets moved, we continueu to

ent with home visits and with testiqgs at the stipulated

t&mae-, Aﬂ % magylx all qubaaetg, but one, were geinteined with respect to




E J,thelr orlglnal de81gnatlon as exther experlmental or non-experlmea.al.

€‘de31gn of thls study, but also to stress that de51pn 1ncludes the oeclsions that

ﬂln-tpls chapter are\not merelyamundenevproblemswor‘questions about what happened
| aftethhefStudjfweeldesigneq;‘fwe feel'thattﬁey'shoul& properly be treated in
4e‘seeti0n'dealinéEWith theoretieel~problems of aesign, whether or not such

“problems were worked out. prlor to the 1n1tiat10n of an 1nvestlgat10n.
- chlldren end where they are ‘tested, whlch are 1mportant issues in a field

” 1nvestlgetion, partlcularly one involv1ng dlsadvantaged children. We made care-

‘ful provxslon fbr, and went to great expense to obtain unbiased testlngs in
children. Durlng all testxngs, psychological examlners who hao no prev1ous

’ examlnere were unaware of whether eny partlcular ehild was qn experimental or &
t fOurth testings (see Table 2), partlally succeaaful in the second testing, and

' regard to biases due to preaudlces about the general neture of the project as B
Wthe testing. Furthermore, great eere was teken to heve eeeh testing take place in i

NYs

Not only 1s 1t 1mportant to underllne issues concerned witn the evolving

mhst be mede along the way. It 1s our contentlon that the 1ssues that are raised

Tnere are two problems, namely, who tests experlmentel and non-experimental

well as about the experlmental--non-experlmental de81gnatzon of particular

connectlon thh the stuqy end were, therefore, dlslnteresteo 1n its results were

employed. Every effort was made to assure ourselves thet the psychological

(‘v

non-experimental child. This "bllnd" was completely successful 1n the thlrd and

not appliceble in the rirst testxng because, obV1ously, groups were eelectea after

a well~cohtrolled situetion for both experimental end non—ex@erlmentel subjects. .

'tTo ach;eve thie control, all of' the study children were brought into a common

set%ing ror a testlng period in Mny or each yeer following the rirst year of

intervention. N o SRR AT
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This discussion has been concerned exclus1vely vith those problems of desxgn
‘-whicn were related to the 1nternal validity of this stuiv, i.e., whether the
obtained results were a close approxlmatlon to the "true“ results.h Of chief
import to the Qﬂestion of internal validity, vere the randomlzed nature of subJect
| assignment and the malntenance of the gsample throughout the three-year perlod of
the study. In addition, instrumental threats to the internal valxdity were
cerefuily attended to~l in the way tests were adminletered, the malntenance of a
"plind" in regard to the experlmental or non~experimental designation of each
.subdect, and the lecatiep:end gituation_;e which testlnge took place.
| The:externe;,validityhesbeen implicitlyveeneideredthroeghout Chapter II1

inlthe;dieeuasionpfthe caselfindleg procedures. We will furtherattend‘to this
in Cﬁépter'VIfl;where'we‘deal with the relationehip of tﬁis prdject to the
commnnity and the cruclel relatlonship between the type of communlty we studied
and the results that obtained. At any rate, the. aesign for the selection of
subjects dld not deal formally with problems of external valldlty because 1t was
in dlrect chflxct wath the strategy of choice as ve V1eu@d 1t. In order to deal
adeqnately and 1ntenszvely with children, we desxgned th:s study to treat a

‘relatlvely small sample of chlldren from a restricteu gemgraphlcal area rather
. than, more euperficlally, to study a 1arger eample from a more extended m'

.geographical aree._ Both of these fectors were in immedi&te conflict wltn the
requirementa of external validity, but we felt that the depth of our 1nvestxga- |
tion vbuld Justiﬂy thia choice. Thie was, then, the cruoial desxgn consmderation

‘1n the overall aelectzon of suhaecte and it was reflected in the wey subjects

C'-, -
-

were qssigned to groups and in the way the intervention was accomplished,over
the fbrmel two~xgar 1nvervention period. Furthermore, ib had ramifications in

terma of the Kinds of deta that were collectedtend the mmy in which they were

i
I
ir

~collected. o - - o - S

{
i
W




" Design of Measurements

study such as this one which involved many adults kand children over four
years nad & complex perscnslity waich can be revealed in many ways. The “Design»
of Groups’ scction, and its accompanying chle 1, showed the structure for“the
‘i“indepcndent variable which was the vehicle for studying particular kinds of
lenvironmentalfcffeCtst On the“other‘hand; the'mcssurements thatﬁnreﬁuSed'in a
Fstudy reflect the results that are sought, as well as the concentrated areas of
finterest to which treatment efforts are ‘directed. Although 1t is probably true
qtnat.Oncvcan understcnd’such éfstﬁdy onlythrough an awareness of all its. various
;phases, it is, nevcrtncless, just as true that this is just the thing that a-
reader‘can not be sxpccted to do,'separated in timeias helis, :rom;the‘actual

davcloyment and executxon of the experimental program. Thatwaspect of the study

which is revealed in Table 2 certainly reflects that the continual and profound
i evaluatlon of children in either a detailed or global sense was not the prlmary
vpurpose,of this atudy. .chcver,»it<docs’reveal that a considerable amount of

fnttenticn and ener%y was directed towards thé~careful and'systematic evaluation

~.-of the. children on. a nandful of. wellnknown and, for the most part, wellﬁ

'-”lstandardized tests.

Thc qr;ginal design tbr this study rallaé for the measurements that are
'\1listed rcr the fxrst tcsting (see ‘Tabie’ 2), which tcok place in the Spring of

51962 tawards the end of the case tinding period. Alsc, at the outset, plans were

),

;mmdc %o~ xnclwdew;“{v"‘r7aﬁe schiewcmcnt tunts ‘tovards thc end of the sccond year

of the 1nterventiaﬁ, which terminnted the 000perstive Research funding period

fror this grgm.%mw point to be mads hcre, is that the invomea and extensive

fnsture cf ths tsatlng duriag'the fcurth tcsting period in Msy~l965, involved

‘ thax tnek yluﬁe ﬁﬁrtug‘tht nﬁarﬁe of the invcstigation,

1
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- ZIsble 2 (Continued)

| g A S ~ KEY
{ Abbreviamions Testing - hénﬁanatiun
ZEEEE&EE’”‘"” "II®, IITI® IV~ Absences from preschool or school
ANXIBTY Iv Anxiety Scales for Children (Sarason, et sl., 1960)
; 5 , (Raw Score)
TASC Test Anxiety Scale for Children
CASC " ‘General Anxiety Scale for Children
L3 Lie Scale -
;oo DB _ , ; el Defensiveness Scale
" BINET - T e—— |
I 1,II,III,IV Stanford-Binet, L-M, 1960 (IQ and MA) o
BIRET SLOPE v . "8lope derived from IQs over four testings
' FAM /CH o v ~ Average school grades of all children in famlly,
- ' including study child
- PAMILY : , I IV Family evaluation; quantitative assessment of
. L ‘ ' — interview protocols (6 scales)
' ITPA . - 1 II,III Illinois Test of Psycholinguistic Abilities (Raw Score)
IEE CLARK RR © II%,III Lee Clark Reading Readiness Test (Raw Score)
METRO ACH Iv Metropolitan Achievement Test, Primary Level
METRO RR I Metropolitan Reading Readiness :
MURPHY RR Iv Murphy-Durrell Diagnostic Reading Readiness Test
mosIC - II* : Gessell-Ilg Norms for Musical Abiuity
PPV o I 11,111 IV  Peabody Picture Vocabulary Test (IQ)
FPPVT BIOPE ~ Slope derived from IQs over four testings
RORBCHACH a ,II,III IV Rorschach Inkblot Test, Overall rating of
' . differentiation and form level
SCHGOL ACH SR II*,III“ IV School Achievement of study child rated by teacher
- SCHOOL BEH IV ‘ - 8chool behavior rated by teacher
- BIB ACK - Average of school grades of sibs of study children 1
SIB BEH . , Average of school behavior of sibs of study children
soczo - II® III% Sociogram score, Sociogram developed by teachers
TEST ACH 4 A Standardized rating on MURPHY and METRO ACH
TEST TAK - IXLIIT Test taking behavior as assessed by psychological
‘ ' examiner
TYPEWR - o II® JII® Typewriter test (Only taken by subjects in Responsive
L ~ Environment ) (sa) '
~ VIHRLAﬁD“’W N S S Vinelsnd 8ocial Mh&urity Scale (8Q
-WARNER = R S

WarneriIndex_ot Status Characterlstigi . - i
‘E'Experimentai Groupi only o

L N _>*.':- .

| l. Rt ,Q!tin:ulwal's not used-in ant: annly&iu because of incampletg protocols. ‘
2. Given cnly to experimental groups. . ﬁ
3. . Given esly-to subjects in Respousive Eavironment., . o

b, - Firf; gradzﬂlubjncts toqk HETRO~AQK, kindsrgprten iﬁﬁﬂects took MMRPHI RR. ACH TLST is
gombined score,

5. Nauber of cases is bl for Biﬁ AﬂH and BIﬁ’BﬁH becsise of either unavailable sibs or data,

ily rather than by sthect.L,'

b were averaged to give eagh fumily a score.

. and k9 for FAM ACH as this varisble is by
-1 EANIHI eonsisted of nine aepnrate :calci whi
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above and beyond the original;ocgignriﬁtent.'This is by way of saying that Table
2 téils a iotrmofe aboutvtield resoarch as ﬁé view it,than’a more well-ordefed
table which smoothes out. the cuz*es“ ot planning and does not truly reflect the
Lproblems of conducting a long~term study on a limited budget and wzthoux any |
5uarantee o’ continuea funding. It is also an important design con81deratlon :
“that our applicat1on ror additional support for this proJect was not approved |
and, thererore, the rourth teating ip May, 1965, was accomplishea 1ndependently
~of any formal funding. |
Thu'variables used. dmring the first testlng in May, 1962 were primarily to

robtain information on subjects in order to stratlfy our randomlzatlon of subjects
into experimental and non»experimental grou@s. The secondary purpose was to

ﬁrovide a base line for the sample of cnildren wzth regara to those varlables

~listed undsr Section A, "CQQnitive" in Tahle 2 ‘under. the first test1ng ‘period. |
,_These three teats-mthe Stanfbrdﬁninet, L-M, 1960 (BINET), ‘the Peabody Picture
Vbcabulary Test (PPVT), and the Illinois Test of Psycholingulstic Abilxties,
7-(ITPA),-wwere-uaed as tho dependsnt variables in order to test hypotheses
regarding toe efreot of the praschool intervention. The~use of additional” ;o- - : l
messures: inulatew testings, in bhe cagnitive as well aa in the non-cognmtive and |
| environmantal ﬁomains, was diotated by‘our oissatistaction wzth the limited VVA : "; g
‘coverage or our dependent varithes. This dissatisraction stommed rrom our ’ o 1
| observations or their rclationship»to tha cuxrioulum intervention, as well as our.
;peruaal ot ﬁhﬁ da&u u& thg end of tboorirst and second yeara or 1nmo1vement with |
children In line with thia, ve pﬁédeoged to sy%tammtically test all ohildren

i~”77it

B 1n achievempnt ana tant snxiaty.4 In a@ﬂi@ion, we did extensive studies of each
,f.muy daging the f‘ter md p@r:lng of, 1965. ot | |

‘,‘h
HE

,‘j‘f !

mtion e
N - RN

'Abbreviationu of teltl arc liated nnd explained in Tubze 2, "Kay "
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| | | To summarize, Table 2 represents the design of measurements and of testlngs f,
| o f'as the& developed, rather than as tney were originally planned, overlng an
,unrunded tbuxth testing whlch includeé acnxevement test measures and the
collection of ‘school grades for ‘all enildren during their first year of school
‘;in either the klndergarten or the first grade. Also involved were the individual
)administration or tne anxiety scales to all the children and the aforementioned
intenhive‘studyLor tne fmmilies ‘of each of the children,

e

i
o \'\

2

e | | thioﬁalé7for Test Selection~
Origlnally, thls study vas narrowly concelved as centerlng on &n educatlonal'
mﬁhlntervention. Although some attention was given to so-called non»cognztlve
V'behav1or, as well as to the functionlng of £amil1es of the children 1nvolved, the
focus or interest was directed to school related activitles. Mbasures of whether

cnxldxen were successrul or would be potentially successful in school were

obtuined._ Among others, we revzewed.the work of Myers & Dlngman (1960) on the
‘"Damaans of Ahilities of Preschool Chzldren" and explored the possibllxtles of
adminlttering a variety or tests to our pilot sample. We discussed many of the
“;ztests included in the seven domains outlzned by MWers & Dingman and admznxstered
'somn af thage tests to seleeted chxldran, ip ordzr to ascertain thelr relevance .

e
' fbr our gdnmaxional orientation, as well as fbr curricula plans for the inter- -

Iu

| ventipn as we aaw tham a& that time.

Hnwevlr, amnng ather thiugp, we ware sevarely restricted by our budget and

by@aur basia oriantatiun us a~dcmonstramion project 80 tham e 1tm1ted our

';eleetion to thoue tentu uhichAva thought uould be most etticient in getting

D 3

”-pecixiceinturwami‘

, cific: infa 9 buth tbn thn purposaa or avalulting the -uccess of our
Lo Vf,@*.wVﬁm a7 ; iy e .
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~As can beeseeh inQSectian A of Table 2 under "Cognitive,“we administered the.
BINET and the PPV four times o each child and the ITPA three times. In sadition,
we administered s reading reediness-testvto.theexperimentalgrgup'during'the |
eecond teéting, eqh the Lee Clemk‘Reeding Reediness,Test (LEEVCLARK),endathe,
Metropolitan Reediné Readiness Teste (METRO RR), to all subJects during the taird

| teetiqgend‘eithe:ﬂthe Mnrphyénugreil.Diegnestie Reading Readiness Test (MURPHY RR),

‘orethe MetropeiitanAehievement Test~- Primary Level (METRO ACH), (depending upon
whether éhzldren were, at the time, in the kindergarten or the first grade in

their public or: perochial echool placement). Durlng tne second and thlrd teatings,

measures or echool achievement were obtained by hawing teachers rate each of the
experimental children.‘ During the fburth testing, measures of school achievement
| 'were obtained by hewing all or the subJects, both experxmental and non-experimentel,
" rated by their kindergarten and fxrst grade public and parochiel ‘8chool teachers.‘
There were sewerel immortant consideretions in the selection of this mndest
bettery of tests and ratinge used to evaluate the educational success of the -
‘sample of children. In the rirst pleee, we were interested in a single test that
| would serve es a predictor of acedemic success.‘ It WaS falrly clear that the
most. adeqnate test fbr p;edicting future school success wae the BINET. Althougnj“
we do not consider this property or the'BINET as pertlculerly protbund, it is
certeinly e test that hee been cerefulxy de!eloped over e period of many years
‘end, conneqpentmy, poeeeeses eeverel importent properties. Each of its.items has
.been e-refnlly uorked on end appropriately revised 8o thet it is sumteble to the |

b

vege level to which it is directed. Also, evereging a great veriety of tested

*

ehilitiee into one slobel score tende to meximize both reliebility and atability.

Kence, 1t 1: not eurprieing thet this test of current runctioning haa, heretofbre,
been fbund.to be a gned predietor ar ruture funetioning. Furthermore, for our
’ N B 2 - ~ - - “ . . v "‘?‘ e o

"o
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_purposes, intelllgence was operatlonally defined as being the score on the BINET.
'The child who scored relatlvelylhigh would have a relatively ‘high prdbdbility of

school success and, it Pollows, ‘the chlld who had a hlgh probabllity of school

o success would be the most intelllgent child. In the same way, the success of

,,tne 1nterventlon would be a functlon of the degree to which we made more children

| intelligent, ‘at least 1n terms of our operational deflnitlon of intelligence. -
Although tne global nature of the BINET nad distinct advantages for us in

our total conceptuallzation of the effects of interventions on children in school |

situatlons, there wer& certaln disadvantages due to the very generallzed nature

‘of theiBINLT score¢ Th*refore, from the outset, we used two qulte speclfic tests,
“the PPVT and ITPA, wnlch seem t0 center on particular intellectual functions

‘ ﬂhaving to do with various aspects of language.u In addltion, during 1ater testlngs,
- we used quite specific achievement tests ae well as teacher ratﬁngs of verpe;gend

| qnantitaxive achievement (SCHOOL ACH), and of School Behavior (SCHODL BEH).

| Another 1mportant dimension in test selectlon pertains to measurement that

takes place completely within a particular situation, as opposed to measurement

which emther covers e series of test situations or which involves a ratlng of

~ behavior that takes place over a long period of time. In order to get at the

,flrst aspect of this dimenszon, ‘the. BINET scores for the four testings and the -
'EPPVT scores rar the fbur testings were analyzed. :8lope- scores were computed 80 |
that we had &’ single measure which indicated airection and intenslty of fbur
xseﬁarame test situatiuhs £6T each child.: In. order to get at the second dimensxon,
“teechers rated ‘each’ of the children aecording to’ purticular areas or academzc
In &dditioﬁ‘to these measurea, ﬁhere vere several specific tests or scales
* which were given to selected querimental groups.a or particular 1mportance was

<the typewriter test, which wns given to those experimental suhjects who were in

ﬁ,’
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i
the Responsive hnvironment group, and & mpsic ecore, vhiﬁh was given to all of
the experxmentel children during the second testing.‘ Since the results of these
tests were not perticulerly meeningful, they are not rurther considered 1n this
| It would be pretentioue to maintain that the eelection ot tests was based
- upon eny ponderous theoretical design. The rationale invoLved the straightforward
considerations of using rairly well established measures of behaviors that are
obvicu81y.educetionally meenzngful. The use of the BINET and reading readlness
tests es baazs rbr preddcting school performance is thorbughly in line with
. current educetional prectlces. Whlle ve do not necessarlly endorse thxs
prectxce in thie study, we vere willing to go along with it in order to provide
our evaluetion schematic ‘with external velidity with respect to the kinds of tests

we used.v We were not interested in tests which,were,designed to a3sess very

tlimited areas or functioning.

We heve e special bies here, edmittedky debatable, but one, nevertheless,
v‘*with subetential pragmutic validity.j We believe that teachers, for the most
'part, interact with ehildren in globel wuys and for good reason. Research on

the develepment of epeciric tests, methodclogies and progrems for the |
videntification and pramotion or speciflc domeins ot eb&lities--and for the
remediQtinn.otilpecificrdilebilities—-hea-not been particulerly fruitful._ Until
such time as this. problem beccmen eleurer and teachers receive sutricient help in
1ldeve1qung mnlecular lppnpachea to aauessment and 1ntervention, they will continue
qtmtegies in the conduct of their prograps. Tnis, too,

| vus‘cur,directicn. However, ve.continued to experiment with the ITPA end other

mnleeuler etretegiei, pnrticularly tovard the remedieticn of identified deficits

; ,uigh the cognitive end/or effective development of particuler




children.

Thc vur1éty of theftests used, and the nature of their coustruction, was in
‘line with our thinking about the gene?alized nature of curriculum development and
 the great difficulty of gcaring a 1oug-term educational program to the teaching
of a fuw specific skills. Our 1ntent, ‘both in our curriculum and in our measure-
ment, was to improve and mcasure educabilxty as a generallzed function rather
than to treat fragments of educabxlity and then to measure them, Obviously, the
intervenﬁions involved vcry specific activit1es Just as each of the tests used
| invclved very specific items, but the total rutionale for this project called

for their ‘global application and interpretatlon.
ALl of the major tests used, as listed in Section A of Table 2 under
) "Cognitive," have recelved a con81derable amount of di scussion in the literature
in recent ycurs. Howcver, in spite of the claims maée for the PPVT and ITPA in

,Jscmcfof tne research with which we were acqualnted at the time, they were not

pu;ticularly usetul to us in gcttlug‘at any unique factors which were not readily
” aﬁcQunféﬁfbr,hreithé? the BINET or by the achfcvement-tcsts that were administered
during the second, third, and fourth tcstingu». Tnis disappointing finding limited

- the cxtcnt or cur overnll paychomctric evaluaxicn of the aubJecta. On the other

hand. it is not suxpriaing Ln the | light of the. expected dirficulty in testlng

_ prcschccl children. xhe data on ull or thcse tests will be preseuted in Ghapter

"VII, but 1t 1: impgrtnnz to add.now, the fuilure of purt of our 1nitial testxng

| prognwu”@o cantributq to the overali-evuluaxion cuuncd us to change our strategyc‘

and deuutc 1ncrcuued erfbrt iuto the collection of cchievemcnt tcst data,
-‘pirticulurly durtng the third,und fburth tcltings.f During thc fourth testing
pcriod, a ccusiderab&e lmnunt of eucrgy wus spent interviewing evcry teacher of
'every child and uihling in public and pnrochiul schools, to gct ratings of how ,

‘ench of the children pertb:mcd 1n vurbal und qunntitntive aress.

4

L
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4 The meesureo'desoribed.end alluded to above were.selected because of their

relevence to‘the uthdy~ Noatteﬁ@t~wesnade to”exhenstively:assesc the cognitive

abilities of these children. Such an approach would hawe been extremely in-

k -etficient end qnite out of line with the principal direction» of the study. The
tour testinsl provided us with multiple neesurements‘on eech child which served |

h;to give us s precise idee or how ateble perrormances were over a three-year

’ period.i The variety of tests that ‘were eelected, provided us with indications of
how the groups or children were behaving on a veriety of tasks which had

relevance for the experimenzelfcurgicu;um as well as for eventual school success.

non-Cognitive Testing

ﬁ//Q. The tests listed under Section B in Table 2 are of secondary importance to
" the mador purposes ot this study and except tor the Vinelend Sociel Mhturity
Scale (vntmnn) s Were not included in the origina.l dea:l.gn. Rorscha.ch Inkblot ¢

Tests (RDRSCHACH) vere administered during the rirst testing by one of the staff
lychologists in order to pursue a seperete longiﬁudinml study of the RORSGHACH
respon:e; of 1&wer-cless children dnring~theapreachool mnd elementery school
years, The sta.rr rouowea up on these eu-ly Roasmcns ‘and they have been
adninzstered to all of the etndy children during eechuor the testings. A.genera-
lized score ‘was in£Erred frum ‘the protocols and used subaeqnentxy. in data’
'aojiwiiﬁ. This score uus determined by hawing pcychologiste'"hlindxy evaluaxe

;iﬁﬁmﬁ“‘* f”” ieeording o ‘both the exteut of diffErentietion and muturity of

the fords dispiawed 'ithe p@otoeols were acored on a tive-point scale renging

1#ferentiated gpod form level reeponse to a retuual to respond to

[Kc
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The psychologists who tested the cnildren during the second nnd third

"testinga raté& each child according“to hio test-taking ability. ana these data
o vere used in order to rind ‘out whether there was any distinction between the

score thnt thc ohild received and his behawior while he took the test. This

-

';asselsment did not turn out to be particularly meaningful and was discontinued '

V:ror the ﬂourth testing. )ov'—”‘i'il L o
Becanse of our extenszve observations or the children in public and parochial

schooln prior to the fburth testing, we became more and more interested in non-

cognitive f‘ctnrg' and in particular, in anxiety as itlnui been operationally
studied by Saraaon and‘his colleagues (1960). Therefore, the complete battery-of
attﬁmpt to get more insight both into the possible différences that might obtain
/‘, betwaen the experimnntal and non-experimental groups as well as to more fully
expiowo the correlatea of school success of lower-class children. |
The very limited use of tosts in the nonucognitive area is a reflection of
the general edncational purposes of the study a8 well as our early negative i
t assenﬁmnnt or the possibilities of validxy and reliably adminiatering non=-
cognitiV' tusta/to preschool children.' Thererore. the limited use of testing in
. ““‘thiufnraa.wns Hot a retlection of- either our - disinterest or our denial of 1ts
importanccx Rtthnr, it wnnxthe result of the practioal limitations of &
nnceuunrily limited tasting program -88 wéll as the paychomntric limitations of

,! odninit uring pertonllity tasts ot any type to preachool children.w

1 o —_—
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'time, there was no provision in the design to fbrmally measure environmental

-80-
aseessment of the kinds of homcs and‘remilies'that we vwere dealing with. At that
factors in the sense tliat has been described by WOlfe (1965). Wolfe's work, in

collaboration with’ Professor Benjamin Bloom of the Uniwerazty of thcago, has gone

in the direction of quantitying certain aspecte of the "achievement" environment R

‘and the "intelligence" environment so that variations in school behavior can ‘be

more adequately accounted for. Because of our ever increasing interest in the
determunants Oof school success of lower-class children, we became quite |
interested in the methods used by Wolfe and his colleagues and we utilized. some
of their ideae,rand added them to some of our own, in designing an evaluation of
the family environment for the fourth testing. This was developed and designed
with the very specific goal in mind of quantifying the variouvs dimensions of
family'variation and then using this measure 1n our study of the- correlatea of -
school success both with reference to our interventlon as well as with reference
to the_perrbrmance of the study chxldren_in their respectiveﬁnublic and,parpchial'
schools, | | | | | . |

“ We found WOlre 8 work to be unsuitable for lowermcluss famzllee and we were;
therefbre, forced to develop our own strategies to study those aspects of the

home environmenta which we~thought maght be meaningful for their school ‘behavior,

In order to do thia, we employed an experienced female social worker in the

winter and spring or 1965. Eight sqales were developed,:all direetly‘relevant,to
the home preparatxon of the child for school. Theee sealee ;Eie deveioped b&*the
social worker in conJunction with the proJect staff as a result of questions thatJ
were repeatedly asked about familiea in our cantinuing amtempt to try to under-
stand how and why they functioned as they did. Fbr—this reason, the scales do

not represent a cererully structured und logical taxonomy Rather, thcy represent

the most pressing questions that were suggested hy many hundreds of pages of
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process reports of interviews with each ftmiky.‘ T.ese reports were obtainéd »
| through repeated interviews by the social worker and a male assistant who carried
on interviewt with all available fathers., Each family was visited a minimum of
two-timel, and more often, three, four, or tivé times, in order to obtainiexten~
sive ;ntbrmaxion about theuparents' and children's functioning with reference to
the qn@stions raised by the eight scales.
The scalei included the following:

l. Parents' Perception of Child's Functioning as a Student
2. Individual Behavior of Study Child as Displayed to the
Bocial Worker on Repeated Visits

3. Marital Relationship -

Lk, Individual Behavior of Mother and Father as Observed by Social

' Worker and Assistant on Repeated Visits

5. Mother-Child Relationship as Observed

6. Family Solidarity

T. Mother's Attitude Toward an Involvement in Study Child's
* Education

8. General Impression of Family Adequacy

Thus, it should be clear that our approach to measuring the environment of
the home was not to ask or check off whether certain items were or were not present
in the home or whether either or both parents held certain specific attitudes. We
found thgt_apprQach to be unworkable with the families we were studying. For this 1
reason, mosﬁ of Wolfe's ma&erialéwere quite useless toVusas'this was his methgd
for qnantifying the dimeﬁgiéﬁs of his homes. Our intensive staftlngs of homes i
revealed in a rather short period of time, that we had to take a global approach (
tu the study ot thete homes and to ask a series or related global qnestions about
mothers, fathers, and theirrghildren. In this wqy, we felt that we came much

closer to maaauring esnentialwqualities of the homes than we would have had we

utilized & mpre speciti» and rormalized approach. On the other hand, a serious
:vdramback to our methodology is that it is not easily and directly replicable

because lt was 80 dependent upon the case wcrker and her assistant and the

g
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| flmilieﬁ.however, tvo sets of independent ratings of the fhmily protocols

7exper1mental and ncn-experimental groups, and the varlous tests and rating scales

and compromises between the theoretlcal eonslderatlons and the realities of

, preschool lower-class children, er’”such that design should be treated a8 an

it
i ;
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proJect stnrf. all uf whom took part in the extensive etaffinss of individual
resulted in inter-rater oorrelations of .92 nnd .9&.

~ Conclusion

| Tbi& chapter has been concerned with the specific operations of this study,

l

1ncluding the dlvision of a sample of lower-.class preachool chlldren into

that were ased, why they were used, and when they ‘were used. In a design such

as this one, there is an extremely wide latitude of choice open to an investlg-
ator for narrowing down specific problems that can be handled in particular vays.
The result has been, as discussed in Chapter II, & great varlety of studies aimed
at the general problem of educabillty, with little else 1n common beside the
overallraim. The tack of this chapter hasrbeen to present our design, n ot as a
ntatic 3 pggggiischematic which is'systemdtically'and mechanically operated upon

throughout the years of the study but rather, as an evolving series of decisions

budgets, personnel, and posslbllitles for applicetion.
We have been frustrated in attempts to compare results of dirferent studies

that have used subjects and tests .imilar to ours. We scriously wonder whether

the realitles of field research, with particular attention to the study of

evolving aerien or decisiona and hat communication to othcr investigetors as to

vhat was done, and how it was do“’; should not be limited to a tabulntion of
reaults and then, a diacustion ot their 1mp11cetions.‘ Perhaps the changing

:trctegies that take ‘place during the years of an 1nvestigation provide the
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Chepter V |
The Plychologicnl Climéte of the Intervention -

We are concerned in thia chnpter,nnd the next. vith the neture of our
interventions with the experimental children. - A description of such interven-
tions is necessary end cruciel, not only to demonstirate thet the exyerimentel
children were exposed to a sustained experience not formally available to those
in the nnn~experimental group, but elsc to convey to other researchers the
variety of factors and conditions of that experience.

As was pointed out in Chepter II, one of the deficiencies of most previous
studies involving educational treetment has been the lack of. detail about the
intervention. 7This deficiency is not surpriaing vhen one consxders that the
intervention unually comprised or reflected a complex set of interrelated factors
and conditions. Mnnipulations and interventions in psychological and educational
“reseerch are usuelly end neliberately concerned with no more than one or two
veriehles, or with relatively gsimple aociel situations. Too oftcn, there is
‘little realization that simplicity of design and execution is a virtue only to the
extent thnt it mirrors the environmental realities involved. For exemple, it
took benavioral scientists a long time to recognize thet in many areas of reseerch,
failure to take into sccount the personality of the experimenter or interviewer, .
could transform a simple experiment into a simple-minded one. _

In’underteking this ntudy; we were ecutely avare orltvo mnaor problems which
ve could hardly ettnck nt the same time that we were ectivelv intervening into

lives ot the experinental children. The rirct of these problems mny be put in

the ﬁorm of a question: How does one dencribe the culture of the "school” we
or;aniaed and developed? To say thnt the experimental: groups ‘attended a prggchool
for tvo years, vhile the non-experinental children did not, is not perticulerly

revealing.




As we hope to make clesr, the preschool was a continuslly changing setting
involving scores or sdults verying on a nunber of‘dimsnsions, a variety of
dirrerent instructionsl settings, an errey of difrerent instructional materials,
and » bewildering essortmcnt of sociel end proressionsl interreletionships.

This school. like- eny other school, wes a subculture in thet it had its own

| treditions, dynamics, and purposes which msde those within it feel (to an

undetermined extent), qpsrt from the lsrger society.‘ To conceptualize the

complexity of the setting end to develop appropriste methodologies for its des-

”_cription vere, we very esrly realized, problems with which ‘we could hsrdly cope.

~at the same time that we were pursuing problems of organization and intervention.

The second msJor problem stemmed directly from the rirst one, i.e., in any

strict sense we would not be able to pinpoint those espects ot the intervention

(or those sspects of the setting), which were important or crucisl in producing

,dirferences betueen the experimentel end non-experimental groups.

Our dissstisfsction with_descriptions of earlier studies and our acute

snereness of the complexity of the setting in which we were involved sensitized

~us to the responsibility or sttempting to meke clear the subtle as well as the

'obvious factors or veriables which may hswe been experienced by the children in

the experimental group, The present chspter is devoted lergely to a discussion

, of those aspects of the intervention uhich convey sonething or‘the ‘atmosphere

or psychologicsl climste in which the study took plece. The next chsptcr deals

primsrily with the curriculum. Together, the two chepters describe the

:intervention experienced hy the children in the experimentsl groups.

Physical Facilities

' The laboratory school in vhich the preseat innestigntion was conducted
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coneieted or eeverel epecielly constructed cleeerooms, booths, and oftices
loceted in the besenent or one of the newer buildinge of the Wnlter E. Fernald
r Stete School. Thie echool ie a etete 1netitution for the mentelly retarded
loceted in wewerley, Meeeeehneetta, a pert or the Mbtroyoliten Boston Area.

| In eddition to these etructuree, one of the reguler Fernald School class-
rooms on the riret floor of the building was aleo mede available. This latter
‘room was typicel of the ettrective, epecioue, and well-lighted classrooms that
one rinda todey in modern schools. The room was partitioned into two smaller
ciassroome ~ These - tvo, pIue two epecielly conetructed ‘rooms in the basement,
mede four classrooms in all. The bascment claesroome were eqnipped with

edJoining obeervntion booths - whdch contained one-way vision glass and were

| monitored for sound. \ |

| Five cﬂbicles, or boothe were constructed so as to be as nearly identical
as possible to those used by Moore at hie Reeponsive Enwironments Laboretory.
Theee hootha will be described more rully in the section dealing with the
Reeponsive Environmente. The booths were located in the basement, almost
dixectly across a corridor separating them from*theclaseroons. Lavatories
for boye and girls were also. situated conveniently close to the classroome and

| booths. epeciel roon, where children could be given individual attention as
needed, end the proJect offices, rounded out the tacilities within the building. -
A well-eqnipped pdewground. edJacent to the building, was also ewailable to
the children. |

The choice of the setting for this etudyrves not e'diffioult one to make,

in that it was by far the best of tne‘feﬁ“eveilable to us. At first blush it

mighm eppeer very etrenge. if not eelrhdeteeting, to bring the children to a

ER&C
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The locamion, in fact, was no resl problem becnuse or the spacious layout of

the institution and the fact that the laboratory school vas essentially a
'wselfhcontainod unit in a nevw building at the edge of the institution 8 land.
Whnt dia trouble us at the start w»pre the possible negstive reactions of the
'parents to hnving their children come. to such & setting, a problem to be dealt
B with later in thie chapter when we discuss the relaxion of the parents to the
Tschool. |
The contrests between the campusulike institution and the neighborhoods

in which the experimental and non-experimontal children lived, need not be

spelled out in any detail. Suffice it to say thax within and without ‘the walls
of the“lahoratory school, the experimental children were exposed tO‘a gsetting
- quite different from thst in which they lived.

] B
What perhaps deserves special emphasis is the daily bus trips taken hy ;

,” !

the experimental children between their home snd‘school., Initially ve regarded
negetively the location of the study at the fernsld School precisely beceuee it
- would involve the expense or transporting the children, as well a8 raising a
host of other prohlems. It was not until after the study begsn thax we realized
- | there might bo some real benefits for the children in being transported. 'I'heC
V bus experience was by no moans a simple onen—psychologically or logistically.,
It involved the routine of heing prepared for the bus (ao home and.at school),
an emphnais on time and the mutuality of relationships and obl:gstions, the |

need for rules while the bus was in motion, tho perception of difrerent

neignborhoodo while in transit, and the significances of trarric, trarric
lights, and street signs. It seems very ressonable to assume that the ”
experience over time, of being-taken from one locele to a contrasting one, might

well have been a positive ractor.s,'




~ The Role of Bias 17H'“,'v» —

. The researcher uhoiayipdifferent'to“the outcome of astua& hé is doing
probably does not‘gxist. The major problem, of course, is £o avoid either
having the criteria bwvﬁhich'one§s to evalu@te outcomes contwminated by one's
bia#;or sel;cting ahdplaciqg‘aubaecta‘so that the likelihood of securing a
p#rticuiar outcome is unfiirlyincreased or décraased. It was in order to -
avoid such vitting or unwitting erfects of bias in our study, that experimental
and nonaexparimental groups were randomly chosen, and dxrrerent sets of

- ps'ychologico.l examinera were employed to obtun criteria data, For example,
when we becamn avare th;t the psychologists doing the aecond testing were
probably aware ot the bias of the ntudy(nlthough ve made every etfort that they

not know who wag an experimantal and & non-experimental subaect), we selected

psychologist: for the third and fourth teatings who we were sure did not know
‘what the study vas about. |
Biaa or strong partisan feelingz in regard to hypotheses do not have
| inherantly'negntive effects on reseurch. particularly as in this study, where

the 1ntprvention inﬂodved attitudes tow:rd, and the handling ot, childrén Thé
uriters tirmly believed that they could devulop s aetting vhich would enable
the experimzntal children to outpertbrm the non-experimcntal children. We were

| , very much aware tha& our beliefb had to be cammnnicatea through our - words ‘and
actiann to other perlonnal who would be 1n dnily contact with the children..
In divarue vays we were, in eftuct, saying to the stafr (and ournelvas) "This'
is an important problqm to atndy “We have to daviae unys to enabls thase
_children to hn curious uhout themselves und the world around tham, to expose '

‘them to‘u variety of materials. 1deau.iapa ¢ontant:. and ‘to foster a clinate
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- of learning which would give.. them a solid foundation ror normal academie
B

' development. If we do this corre*tly“"there‘rs*no~deubv~ehat—theeultimateL;nnL___

§

cone will‘be. Forget where theae children come from and assume they can do

e

vhatever we would like them to do."
It ia hard to convey to the reader the degree t0 which enthuaiaam, a spirit

v or adwenture, anxiety, and aelthuestioning pervaded the relationahips among -

j the atarf. There vere. many meetings about many things, and there was rarely a
policy queation taken up uhich did not pertain to the effects a particular
event, procedure, or interaction had, or night have, on the children. A good

o ““pf;;t“ of these diai:us;iona' concerned individual ‘children, with the focus on vhy
a particular child was or was not doing something, or how he was handled on a

particular occasion, or what might be done to ‘adapt the program.to his particular

needs. One might characterize the behavior or the staff as reflecting the

implicit asaumption that anything done in relation to the children could be

Justified, only ir it olearly served the purpose of facilitating a type of
| learning or change in line with the aims of the proJect.
B . It perhaps deaerves emphasis that, in presenting the above characterizetions
of‘the attitudes and degree or motivation of the staff, we are trying to atate
;what ve think was an important and obvious ingredient in the,intervention in
‘the lives of the children. This ingredient was less a rariable‘than anything
elae subsumed. under<the term "intervention."‘ To have omitted presentation‘or-

'thia ingredient, as is too trequently done, would render it impossible for the

reader to assess the quality or the rlavor~ot the intervention which, atter

all, wvas primarily interperaonal in nature, It is possible tor'ua to deacribe,
and for the reader to comprehend,whai ve did. It is more dirticult, but no
less important, to give some idea of "how it was done.




échednlihg and '.I.‘el.ching Stafs

W“‘“‘WWWM& school was 1n double scsaion
for 166 days. c:l.uaea wcre held ﬁve days a week for three hours each seasion.

~Thc morn:lng claues ran from 9 a.m. tc 12 p.m. and the arternoon classes from
1l pems to 4 fp‘n\.- In the. mnrning the pi.lot study group occupied one or the two
| bumnt clusroams Two other groups occupied the first floor clasarooms. :
In thc art.ernoon both of the ‘basement classes were used by the proJect _‘
child.ren. but only one of the ﬁrst floor classrooms. ‘I'his arrangement was

mainly & matter o or camreniencc. All t.old, six classes were he).d each day, t.he

enrollment rmins frqm 8ix children in the smallest class to ten in the largesf..
. As. m indicatcd earlier, all of the experimental children were transported
to and. trqm the prodect each day by two school buaes. One bus brought the
primary smle chi.ldrcn and thc othcr the pilot atud;r group who canme rrom a
different. comunity. The distancea traveled to the laboratory school xwere
approximatcly eight and ﬁve milca. reapectively |
D\u'ing the aecond school :rear, the laboratory school was in single gession
mf J,W.,ﬁgzg. cll”es*- vere ‘held rour dnys a week for three and one-halr hours
~each neuiqn. On Frida.ys. the entire proJect stat.f met for threc hours in
order m stafs chi.ldren and deal with curriculum prcblem, as well as admnis-
trative matters. '.l'hexe \mre aevcral dwelopuents that permittcd reducing the

nmber of ch;m participating in the project. l‘irst, by this time all of the
pilot ehildren were attendms ‘public school kindergarben or first grade.

' seeqndl,y, m tew experimtul children that no lenger attendcd our schoole-

eithar ‘because thev W ‘o attend or moved out of the area--reduced our

Mul&tion lufﬁciently to vmt L d‘GiBiOﬂ to gqndugt_&_, 4, clggge‘ dur:.ng ‘ V#““"” T ‘
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| ._,i one-half day session. As a reeult dnring the aecond.year all elasaes vere held
| from 1 p.m. to k: 30 p.m, Children were divided into two groups or 18. Zach

group wea asaigned one head teacher and two assistant teachera. Busing~

arrangements were essentially the aame ae in the previous year, with the exception
that the pilot study group no longer attended the echool.
" The teaching atarf waa ‘aivided into three cetegoriee~' theehead'claQSroom
teacher, the classroom assistants, and the booth teachers, or, more strictly
o ‘epeaking",thé"*"booth:a,ssistants." Moore (1960) has made the point that bucause
these adults do not teach in the ueual sense in vhich the word is employed, the

term "hooth assiatants is preferable,wﬂ

During the first year, there were four head teachers. Two were male and
two were female. None had previous teaching experience with preschool children;
. however, three or the teachers had many years of experience teaching special

classes for the mentally retarded, and one had severel years of experience

teachins deaf-hlind children in an 1nstitutional setting. Three of'the teachers
held the Master 5 degree and one of theae is currently a candidate for the Ed.D.

During the second year, there were two head teachers and four assistant

»)‘

teachers. One head teacher, a male, had served the previous year as head

teacher. The nev head teacher, a female, was an experienced nursery school i

teacher, Joining our proaect after hawing worked several years with preschool
mentally retarded children. 7 |

Four booth aasistants ﬁere eupervised by & stefr member whowas trained

= at Moore's Reaponaive Environments Laboratory expreasly for this purpoae. To

gnarantee that Mbore a;mcthodologyfwould be adhered to as closely as poeeihle,

extended viaita were made by one or the euthora to thia ‘same 1aboratory, prior ~

—

. to the initiation or the preeent—sthdye’~ ditional visita vere also made hy

P




University students, the bus driver, and the bus assistant. In fact‘ there were

4with in varying degrees. For one thing, there was an almost complete turnover-
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.- other key personnel during the school year.

All of the booth assistants were graduste students at Boston University,

and most of them were studying in the area of Special Educgtion at that

- institution. One orkthe four essistants‘yas a male,

In addition to these members of the teaching staff, a music teacher vas

hired to‘providelinstruﬁentel_and/or choral instruction for each class on a

~ once-a~week basis. Oftentimes, a student volunteer (an undergraduate), was able

to. work for a period assisting in the management of the children on the school

buses or helping out in the classroom.

The Other Adults

From the previous sections,‘oﬁe might conclude that a child in one of the
classrooms had the possibility of interacting with several adults: his teacher,

the booth oesistant if he were in the typewriter group, a music teacher,

many more adnlts in the laboretory school whom the child saw, and could interact

of teachers and booth assistants at the beginning of the second year. In other

words, over a two-year period any one child had developed close relationships

- vithftﬁo sets of adults, s degree of experience with the problems of aeparation,

ffiliation, and social adaptexion probably far beyond that experienced by the

| children in the non-experimnntal group.

The school setting we are describing elso served the purpose of

preperation in the manner described elsevhere by Seraaon, Davidson, and Blatt

(1062) Brierly, the aapect of teacher prepnration conducted in this setting,

,‘,{‘fr.‘
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tae room and the people they could see going in and out. The physical layout

‘educational setting, responsiveness, frierdliness, support, help, and stimula-
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involved several groups of Boston University undergraduate ana graduate students
in an ooservation seminar: students ooserved a claésroom through the one-way
mirror and then had tne Opportunity to discuss their observations with faculty
members who aslso nad observed the children. ‘'he children ﬁere aware of being
observed and onﬂseve;al ocgasions were invitea into the observation room while

a seminar group was:theré. We assumed tnat tne children would be curious about

was such that it made no sense to attempt to nide‘anything from the children,
even if ohe were disposed to do so. We do not want to create the impression
that taere was a lot of interaction between the children and those in the
observation seminar. We simply wish to state that these college students were
part of tae setting perceived bywtne children and some intgractidns were
possibie and did take place.,

Tﬁe crucial point desérving empnasié here is that the,childrén‘experienced
a variety of interaqtions with a fair number of adults who were aware of their
:gsponsibility to nandle their relationships with the children in a manner
édﬁsistent with the‘overall aims of the study. Put in another way: these

children experienced, over a two-year period from a variety of adults in an

tion. This is not to say that, while in the setting, the children were always
happy wmth, free of trustration from, and in a harmonious relationshlp with
adults. It is to say, however, that it seems permissible to conclude that these
children exper;enced their interactions with adults in a menner reinforcing of

attitudearthat,racilitate learning in ‘the school gsetting.




«9e

Supervision and Staff Interaction

The writers, each in varying degrees, supervised the teaching personnel.
We were quite aware, both before and during the study, that we would be dealing
with a reiatively complex social-psychological setting involving child-child,
teacher-child, teacher-teacher, parent-teacher, parent-child, and supervisor- °
teacher relationahips. ﬁhen one brings together n‘group of professional peonle
. who vary in personality, background, and outlook, it would be an instance of
optimism run rampant to expect that there wonld be no interpersonal friction or
disagreements as to prbcedure and orientation. It was our job to become aware
of these problems when they arose and to meet them as best we could. As one
might expect, interpersonal friction and disagreements about procedure occurred
more freqnentiy'in the beginning months of the project than any time thereafter.
Although we are obviously biased in this respect, it is our opinion that these
ﬁroblens‘rerlected more the seriousness with which people viewed their role in
relation to the overall project, than it did anything else. All this is by
wvay of reiterating that this project consisted of people tb whom the success of
their work with the children was of great importance. They acted as professicnals,
not as mere Job—holders. |
Perhaps the most important function of our supervision stemmed from our

role as observers of teecher-child interactions, either by direct dbservntion or

by listening to a teucher's presentation end diacuzaion of the behavior of the
| children. In these uays. we saw problems about which sction on our part vas
indicated--action vhich hns to be subsumed under the term "intervention." We

‘give below, a series of examples illustrating the role of the supervisors in

this project,

i{
It
i
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Throughout the intervention years of this project, active collaborations
vere mnintained between all teaching staff and aupérvisors and consultants.

weekly meetings were held, generally lasting from two to three hours, in which

-

teachers vere asked to present any questions or problems that they felt were
important to discuss. We were most interested in providing a setting where
teachers could talk about those things which were most threatening to them

and, thérefore, most difficult fbr them to discuss. For example, we tried to
make very clear our belief tﬁﬁt it is impossible for a teacher to like every
child in her class eqpally wéll. In fact, there are conditions that soﬁeﬁimzs
cause & teacher to actively dislike a child in her class. We were very anxious

to commnniéate to teachers the need for them to discuss such children. 1In

certain clinical settings, teachers are discouraged from giving opinions about
childrén vhom they do not like, or are otherwise prejudiced about. These
children, we felt, required our greatest'attention. To the degree that teachers
are unable to verbalize their prejudices or diséontent, they are unable to

resolve them. We félt that the inability of teachers to discuss threatening

Y

situations and conditions was the most serious roadblock to their solution.

The development of our preschool curriculum was accomplished through
frequent collaborations among the teachers, booth assistants, and supervisors.
These collaborations centered on the study of individﬁal children and from this

study emerged s curriculum. Naturally, both the teachers and supervisors.had
certain strong Siasés concerning both our objectives and how we might best

éccomplish them. The expression and testing of our various positions in the

study of indivxdual children permitted some rapprochemcnt of one point of view
with another and, thnn. clarified what we were attempting to accomplish and in

what directioq,we vere heading. The purpose of all of the‘above was to narrow

[Kc
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‘the almost unavoidable discrepancy between what we wanted to do, and ‘what we did,
If we did not accomplish that obJective a8 well as we might have wished, we feel
that our collaborations in Jointly studying children‘and developing curriculum
aided us in more satisractorily understanding vhatever was done.

- Implicit in our intentions as supervisors, were our active efforts in
establishing a setting whereby teachers might openly communicate their feelings
of satisrection, dissatisraction, puzzlement, and ignorance. We, in turn,
reserved these same opportunities for ourselves--and frequently took advantage
of them. Further, we felt a strong responaibility to meet with teachers at
every opportunity, to discuss end‘analyze our strategies and tactics, and to
share with them the multitude of problems and burdens that are attendant with
‘any large field study There is no way we know of to provide date supporting
our belief that, in this study, teachers and supervisors were actxvely involved
with each other in meaningful proressional relationships in an atmosphere of
openness and mutral trust, other than to say that we believe strongly that tuis

 ervironment was present.

The Parents

Up to this point, we have largely discussed the attitudes and ectivities
~of the sfatr'as espects of the intervention. As it turned out, there is
Justification ror discussing parental attitudes in much the same vay. There is
no doubt that we viewed our project as an ettempt to counteract end/or compensate
‘ rbr conditions of learning and living in the home. It is also true, however,
that we were aware of the possibility that the process of intervening into the.
rlives of these children in the preschool setting might produce certain ehanges

in parental extitude and behevior. Although everyone now recognizea that




parental behavior influen.es children, it is too often overlooked that chahges
in ehildren can produce changesrin parental a;ti#ﬁde‘and 5ehavior. We did not
know whether this would, indeed, happen in our study but we were set to note
anything which suggested that it might be occurring. On tﬁe basie of what
- follows, it would be misleading if we were to conclude that, whatever changes
may have occurred resulted enly from what haﬁpened in the phyéical confines of
the project setting. |
Indications of the attitudes of parents were gleaned from five principal
sources during the course of the study. These sources were as follows: (l)
sehednled parent visitation days (open house fbr parents); (2) unscheduled
visitations to the project by parents,‘i.e.,"dropping in" without notice; (3)
home visitations by the associate director and/or the supervisor of booth
instruetion; (4) couversations of parents with the teachers assigned to bus duty;
and (5) telephone conversations. These five sources ofwattitudinal informatiocn
vill te diseussed in orger.

YH

Parents' Day Visitations. One day was scheduled in the fall tor visits by

parents and one in the spring of each school year.kghecause*the proJeet was not
readily accessible by public transportatlon from Cambridge, parents who could
not provide their own trpnsportatlon, for one reason or another, were 1nv1ted
to come to the proJect on the same bus used to transport the study chlldren.
Most or the parents who came ava1led themselves of this Opportunity, although
a rew furnxahed their own transportation.

. It might be mentioned, parenthetically, that the state institution for
thementally retarded, where the present study was conducted, is located a

d;stance of approximately eight milea from the community providing the prlmary

sample.r Furthermore, the parents continued to send their children to the ’
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project school, despite the fact that ‘the BchOOl vas situated 1n\an institution
for tne mentally retarded. That this was a definite factor coloring the
reaction of the parents to the proJect school was ev1denced in several anxious,
telephoned inquiries. o | | |
Although many, if not most, of the parents learned that the project school
was housed in an 1nst1tution for the retarded this fact did not deter them
rromksending their children to‘the school., Several anxious parents only wlshed
to be reassured that the project school was not expressly organized for rederded
children. ‘The study parents were as sen81tive to the stigma of mental retarda-
tion as are the parents. of cnlldren from higher 800181 classes, althougn not
- to the degree where they would deny their chlldren the benefits of an
educational program merely becedse it was located in close proximity to large
3 numbers of retarded children; | |
About one-thlrd of the parents turned Outfon‘each of the two visiting days
tnefirst year. More than one-half the parents attended during the second &ear.
Congidering the dlstance traveled, the transportatlon difflcultles, and the fact
that many of the study children hawe working mothers, ‘this was felt to be a l

'surprisxngly excellent show1ng. ‘ﬁ

Remarks made by parents on theee two occdsione dnring informal conversa-
tions with stafr members indicated clearly that they were enthusiastic about
the program in which their children were enrolled. During the rirst_year, :
‘inqniries were made by them concerning the enrollment of their childfen in the

: second year of the program; anecdotes were related describing various. positive

changes in the behavior of the children, and.more importently, perhapa, it was

pointed out that mnny had been contacted by neighbors who had heard about the o

program,and who wished to enroll their own children.




These reperts were eupported by the numerous telephone calls made to the>
proJect by many of these same neighbors, requesting adm1851on of their children
to the program, It is 1nterest1ng to note that several of the parents of

non-experimental,children made similar requests. It was also significant that

‘a large majority of parents of experimental children expressed the wish t0 have

the progr&m continue beyond the stipulated period so that younger siblings of

study chilaren could receive the same perceived benefits attributed to the
progrmmm
It would be naive to deny the very real possibility that the parents may

have suppressed negative reactions in the presence of the staff; however, it

must be said‘thet, at least overtly, the behavior of the parents could only be

.eharacterized as very‘friendly and relaxed.

‘ferhaps one of the most solid indications of a positive attitude of the

e

parentstowerd the educational pregrah was that, with one exception, every

parent %ho had the option of enrolling his child in a regular public school

kindergarten at‘the'start of the eecond year of the project school or of re-
enrolling him in the project school, elected to do the latter. Again, it is
apparent that any stigma of an 1nst1tut10n for the mentaily retarded did not

constitute a serious obstacle to the program.

Unseheduled Visitations. Except under unusual cireumstances, visits to

the project by individhals other than qualified profe881onals,w1th a legitimate
| Vinterest in this type or research, vere diseouraged. The impremptu eppearance
‘or the parent of & study child at the project is an example of one of these

""unusual circumstances

| Occasionally, during a school year, a parent (a father in most 1nstancee)

would "dr0p in" to ehat with the associate director and 1nqu1re about the
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progreseﬁo' his child. Usually‘the fathers were taxieab drivers or truck drivers

whose trips sometimes took them into the viclnxty of the project. Beceuse there

were few opportunitiee to contact working fathers, this practice was not

discouraged.

Invariably, the parents meking these impromptu visits would express their

uhsolieited gratitude for what~the& felt was-being done for their children in

the progran. When~asked inwhet‘ways they thought that the behafior of their
children had changed, they cited such things‘as improvements in speech and
lenguage'develobment; the correct reproduction of little songs learned ih'eenool,
the development of desirable personality traits, the ability to print letters
(sometimes a child's entire name), etc. One parent explained that ner son no
longer ate the letters in his alphabet soup, but read them! Often, the parent
asserted that the study child either compared fevorably with, or outperfbrmed

in certain school-relexed skills, an older sibling now attending first grade.

Frequently, these and other parents referred to their study child or

children as having become "smarter," since entering the project school., Parents

also commented on how glad they were that their study children were receiving
this "break" in school, a break which they felt they themselves had been denied.

Home Visitations. As previouely mentioned, home visitations were made only

by the associate director and the supervisor of booth instruction.. In the

. pecond year of the proJect‘sehool,~however, this restriction was lifted so thav
'the two full-time head teachers could also make vigits to the homes of the study
| children. This ehift in policy was made, chiefly, because it was egreed by the

staff that there was an increaalngly urgent need to obteln additlonal

infbrmmtion on individual chlldren who were presenting apecial problems in
discip;ine and in mental and physical health.‘
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ﬁome visitations were generally mede, in the first school—year; to find'uut
'Vuhy certain children.were ‘not being sent to the project 8¢chool, - and~to persuade
the—parenta to send them. Some of the parents were influenced by the acting out
beharior or'their children, i.e., they would be fearful of precipitating a
tantrum or hysterical vomiting in the child and would yield to him. Other
parents simply accepted the child's pronouncement that he d1d not wish to go to
school and‘kept him\home. Families moved away and families were burat out of
their homes (eight in the first year of the study). A few parents rerused to
eend their children unless the bus teacher escorted the child from the home to
, the bus stop and rrom the bus stop to the home, Seldom was a child kept at home
hecause of any articulated negative amﬁitude toward the project school. It ie ;
importent to note tmat no eftort was spared to encourage parents td keep |
sending ‘their children to tne project school. If needed, clothés were purchased
for some of the children, and in one instance a private 1nvestigator was retained
| to trace two study children who had apparently left the state with their families.
During these visits to the homes of the children, parents of other children
in the study were sometimes encountered and pleasantries exchanged. Positive
reactions toward the progrum were revealed in these 1nformal _contacts, not only
~in the cordial behavior of the mothers and fathers, but in the anecdotes they

related concerning the ”improvements“ in the social and intellectual behavior

of their offspring.

COnversaxione of Perents with Teachere Assigged to Bus Dut . Occasionally

parents would commnnicate grievances concerning the project (mostly relating to .

the arrival or departure time of the bus on certain days at their pick-up points)
tc the teacher on bus duty. These were duly noted and conveyed to the associate

director. Bumpe on a child's head, perha&s received on the bus, lost mittens,

damaged clothing.\etc., all fell into this~category. These complaints were
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'~nsually'resolvod with little difticulty; The bus teacher, it should;be noted,
was furnished each dqy with (-3 prepared form on which he recorded remarks by the
rparents and any unusual behavzor or comments of the children riding the bus.

. Telephone Conversations. All phone calla were handled by the‘nssociate‘
Ad;rector and the supervisor of booth instruction. A form was also devised for

cording the content of these conversations and tne identity of the caller.
TheApnronts were always dealing directly with the twc individuals who could .
: give thgn ;mmodia&é’answers totheir questions. ,Thefe was never any necessity
to deal with a’"aecreﬁory,“ or-some other intermediary in matters/fe;gtgd-to
school policy. This nechniqnevwas found to be very successful/innipping
rumore in the bud which might prove ultimately harmful to the study. For
example, at the.begﬂnning of the first school-year, some of the parents of study
childron‘uere told by neighbors that the project school was for retarded qhildren
only. Naturally, the parents were aslarmed; but fortunately their fears were
quickly dispellesthrough this method of providing direct and authoritaxive
information nndrthe rumor was eliminaned; Parents vere also erroneously informed
that their cnildren would not be able to attend first grade, without first
repeatingkindergniten, ir they elected no enroll their chiloren for a second
'year of preschool. Dospite letters to tne pnrénts from tne school previous to
the appearanee or thia rumor, some ramilzes had to be reassured by telephone
thit luch vas indoed not the case..

Bovaral parenns cnlled to thnnk the stafr for the "iuprovements" that had
oceurred in their children's langnago developmont, toilet habits, interest in
vbooks, otc. A few complained.thnx their fotmarly shy child had become too
oontgping and wvas ucting "fresh" at home. Whether or not such behavior was
noceaoarilr‘undzsirnble~tron the standpoint of the child's mental health, was

aifficult to determine. PFinally, it should be mentioned that some!parents
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combnnicﬁted—their‘positive.éentimehts toward the project in short notes and |

Lettera, and through occasional greetlng cards.1 _

- What we have prekented in this sectlon suggests that ‘changes in the child-

- ren that may have occured over the two-year period should not be vzcweu as being

solely due to what was going on at the project school. We cannot smy how much.

‘weight should be given to the parents as 1nterveners. It does seem as 1f what

was gping on in the school was having some kind of effect at home . whlch, in

turn, affected the child in relstion to the school. | |
We have attempted in this,chgp ter to set forth those aspects of the

“psychological climate" of.the’étudy which we feel must be considered as part

of the intervention. Iﬁ‘should be apparént ~that it is in the nature of things

_‘thax the term “1nterventxon refers to a number of related variables which

o arrect each other in subtle and complex wayd. We make no claim that we can

diffbrentially assign weighta to the dlfferent aspects of the 1ntervent10n. We
have opinions‘mn the matter whlch will be dlscussed in later chepters.,

In the next ﬂhapter ve take up the more ea81ly descrlbed aspect of the
1ntervent10n- the formal currlculum. In that chapter,rthe reader will find

descrxbed in some deta1l the contents and goals of the curriculum: materials

Vused, tasks asslgned, skllls learned and over-all obJectives of the da11

mutm. N ,7‘ [




Chapter VI -

The Curriculum: Content and Aims

In the cla&éréom situation our objective was to provide what cen be termed
an optimai preschool environment. 'To achieve this aim, considerable time and
energy was invested to create an environment which, it was feit, ;ﬁouldbe
Aetfectively\rich and stimulatihg, rather than objectively ricin and stimulating.

" -Over and above thié goal we sought also, through much trial and error
exploraﬁionin methodology, to provide certain structured pre-academic
experiencgs which we thought might help to develop readiness for the academic
acti#ities\fbrmall& embarked upon in rirsﬁ grade. The extent to which thié
type of activity was emphasized in our nursery program, and in the Responsive
Environment, is the extgnt to which our total eduéational program may be said
to differ from conﬁentional preschool or nursery school,programs.

Rather than wait for readiness for academic learnlngs to develop, we
strove actively to develop 1t, We tried to achieve this end in three prlncipal
ways: (1) by helping the childreﬂ‘learn how to function sociélly in a group
1nst"uctzon situation so as.to be maximally receptlve to .that 1nstruction° (2)
by prOV1ding a concentrutzon of exper;ences designed to arouse curiosity and |
to promote attitudes of 1nquisitiveness and positiveness toward learning9 gnd
(3) vy delxberately attempting to provide training in certazn psychologxcal
functions generally considered to be fundamental to the later acquisition of
lacademic skille in the primary gxadgg. | o
| A variety of games andacti#iti;s were employed by the head teachers to
. achieve the three obJective’a enunerated above, so;ne of whiéh‘afe descﬁbed
' below. Each of thé teachera, it should be noted, tended to stress certain

“ typea of experiéncés in his or her class more than the other three‘ however,

uthcre ere also certain unnistakable commonalities in the approaches of each,‘ e
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Teacher A, for example, emphasized what might be termed more formal content.

~In addition to furnishing much practice in writing and recognizing letters and

*in the develogment of quant1tat1ve concepts, she often taugnt lessons which were

aimed at instilllng rudimentary notions of causality relatlng to observable

natural phenomena in the child's world. In simpleled presentationsﬂ she dealt

freqnently -with such phenomena as evaporatlon, combustlon, protective adaptatlon,

the growtn process in plants and anlmals, electricity as a source of heat,

E magnetism, and weather.

The fbllowing is an actual and typltgl lesson plan as set forth by Teacher

As
' The Evaporétion of Water through Boiling
I.HWObJectiveét
5A.To teach that heat ceuses water to turn to a vapor and go into
‘the air or atmosphere. |
;"B;"To teaéh the following vocabulary wbrdsF\‘hotplate, pan, little
'bubblea, big bubbles, boiling, water vapor, evaparatlon, alr,
| ‘atmosphere, plug, electricity, current.
C.w To help the ¢h11dren learn’ to watch a process quietly for some
.‘minutes. h | . | |
D, To teach s&fety in regara to. heat.ﬁw‘”
Ekf‘To teach electricmty as o source of heat .
'II;¢3Motivation kszf*"g~*~~ | B
Where does the water go? (ﬂétcbiandtgée; itiagoing to go
f' am,y) ’»4.'~<f’w»‘¥jn IR ,;; ‘ R
i } ]ﬂ r“!ifﬁ’ PR ) 't i | ‘ [[ . L |

o 2

o



——

‘ 5.

b;i
| vocdbuléry, procedure, and ror testing or individuala. ; o

‘Materials

III.
‘A.' Table
B. Electric hotplate
C. Pan |
D Water
Iv. Pfocedure-
A; Materials explained and introduced.
B, Child.plugé'cord ;pto wali soéket.
c. Rédness of coils 6b§erved and progressive riéevin temperaturé
\noted.& | | a |
D. Small bubbles, larger ones, flnally b01ling obse:ved followed by
‘gradual disappearance of quantity of water.
~ E. Water vapor ngmeé as dxsappearing into.the air.
'k‘F. }Childreﬁ asked to repeat associated vocabulery words.
Ve Resuits | |
'.A,'gll children observed the'various steps of the process fairly
| ﬁellk(five or aix‘in“the AM. group intently interested),‘
remainder of group watched intermittently but were 1nterested.
‘B, All five in P.M. group watched intently.
‘C. All cloﬁely-observed empty pan,
VI.{Evaluation | o |
‘A.. Active viaible procedures held child's intereat better than the |

| telling of a atony.,vw‘ﬂ L
The attention was good with some, excellent with others.

_This lesson ‘'will be repeated pgveral timaa to reinforce

4 “ s 1\} b “” F i ‘ El Pl iy Wl : \“ ! i ' A
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This lesson plan serves to illustrate two of the factors common to the
instructional methods of all project teachers: (1) correlated learnings were
included in virtually every lesson (e.g., safety, vocabulary concepts, electri-
city as source of heat in above lesson); and (2) all of the teachers found that ,

\\active, visible procedures" were more attention-sustaining than a mere story
or a verbal description of & process. These observations are, of course, in

‘complete accord with the thinxing of many educators who have long advocated the
use of concrete, first-hand experiences, particularly with very young chilaren.

Teacher B tendea\to\center her planning around artistic and dramatic

themes, although there was often a considerable overlap of her specific objecs

tives with those of the other teachers. Children in Teacher B's class were

-‘fr'”nently called upon to draw, paint, cut and paste, and act out roles of
characters in stories told by the teacher. | 4
The following plan is illustrative of some of the more structured aspects
of her program. It demonstrates her interest in developing such psychological
‘factors as attention span, color concepts, and the chila's awareness of his own
body image. Mbst interestingly, it points up the difficulty of undertaking a
»\fairly involved instructional activity with too large a number of very young
children. There were, on this particular day, 1h in the A M. groun as opposed |

to. six in tne P M. gronp.

Arthur and the Pumpkin-man

' Bstimated time 30 minutes - |
ubgect'V A story, followed by the assembling of a "pumpkinnman" (paper)

. General‘Obaxciives° 4" Lengthen attention span C

i "‘v‘ b o ows ‘\' ‘M” tun“ w0 “ AL ‘ bt
i ' Lo . . . 4




B.

.C. Increase knoirledge of colors.

i

=108~

Increase vo&p.bulary

A A e ..

D. Familiariaation w:l.th pa.rta of body

§ggoific dectives:

A.

using familiar Hmoween figures

a) vpumpkin
b) éat H

c) bat

d) witch
‘e) ghost

£) Scarecrow

Increase manual dexterity

work, on gaining attention of all children through' Halloween story

B. Increa.se vocabulary by above words (a-f) |
C. Increase knowledge of colors with introduction of orange (pumpkin)
- and % (arme and 1egs) and review of old colors: red (nose),
y_____gg_ (eyes), and m (stem). | o |
| D. "‘Familiarize with parts ot‘ body* two eyés, & nose, a tnouth, two arms,
‘a,nd two legs. | | | | B o -
"E. ' By pa,sting eyes, atem, nose. and mouth, they will lea.rn positions ‘and

by inaerting taoka at Joints of arms md legs they will increase

*their manua.l dexterity.

Materiala ¢

Bla,ckboard and challL

~ B. Indavicml nut-outs
I ¥ pumpkin |
”H oy | T | i (NI AT B i
iy ‘ \ ‘;‘ i " }
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2. twr eyes
3. one}npsé‘
b, twohgrﬁs
5. two iegs
6; one stem
C. Four metal fasteners
-~ D. Paste

Procedure'

A. Tell story illustrating with stick figures at blackboard
B. Assemble pumpkin (each child)
| 1. Paéte oh'eyes
2. Paste on nose
3. Paste on mouth
4, Paste oﬁ‘stem |
‘5. Put fhstenersthrough Joints
; LearningﬁOutcomesz
A, Familiarizapion,withfive colors: red, yellow, orange, green and
black | | |
EB. Help ramiliarize with Halloween figures |
| - Cs  Increase vocabulary by pumpkin, cat, witch, scarecrow, bat, ghost
! D, Increaae manual dexterity | | | | |
q‘; E. Develop pleasure from working on and completing proaect }
)gggggggy A.M, Grognr-It vas impossible to gain thelir axtention long enough to
tell the story this morning.‘ They were particularly active and could not be

| quieted enough ror a story.: Will try again tomprrow..

N TN LI P B N R S L N P oot i . ! Lo ’ vl ‘ Wt
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P.M. Group--I felt that in general it was very successful. All the

children were interested, including Jay! [Jay is youngest”ohild in study.]
They all maintained interest in pasting the face nnd‘attacning the arms and

4 legs. Jey and Joe nad'to be coexed, but finished. (Time of lesson: 55 min.)

Learning Outcomes:

A. Tommy is tne only one who has a color concept. The others haven't '

grasped it-as vet, \ o - ﬁ
B. They listenea intently. so I feel something has "soaked" in.
Cs .Tommy vas tne neatest, but had to be coaxed to stick it out to "arms -
and legs"vstagé}n Wifliam pasted his own, then tore e&es,‘nose, and mouth off,

However, ne let me paste new set on, William also‘understOOd how to attach

arms, ‘but couldn't Open hook himselr. They all got tne idea of spreading
fastener, once prongs were started. 1hey.allnee&'a great deal of prnctioe in
pasting. o ‘”« 1“ | * o o | | | 1
D. All were delighnéd winh finiShed product‘and took it home with'them.
Teacher ¢ conducted wham can probably be most accurately descrlbed as the l
most conventxonal class among teachers. Relatmvely 1ittle that could be called
divergent or creative was pﬁééent in‘nhe‘activitles the children engaged in.
Neither was the variety or experiences nearly as pronounced as 1n the programs
of the other teachers. A routinined. repetitioun sameness characterized the

activitiés in’ this class and thhre was a conspicuous dbsence of the experimental

‘approach’ with the wide range or techniques and mqmerials tham typified the other
‘three classas.»’ﬁ.'o L . | .
Teacher D proved to be unusunlly artistioally creative and extraordinarily

‘ ‘sensitive to the needs of the children in ner clasa. Alnnough all of the

[ \
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teachcrs, as was indicated heretofOre, could be described as being generally more

permissive taan anthoritarian. this teacher possessed that rare blend of under=

standing and firmness which makes for good class nmanagement end & minimum of

"adigeipline" problems. This tegcher also exhibited an inventiveness and

ingé@uity in deiising specific directed exetcises for developing different psycho-

logicél tunctiops that elicited eager'participation‘upog the part of the pupils.
The followihg simple lesson iﬁ viéual discrimination training exemplifies

the kind of exercise mentioned above.

_ ObJectives'

A. To develop visual discrimination.

B. To develop the meaning of the words "larger" or "smaller."

'c. To detéimine the ability of each child in recognizing the size of

‘of tﬁo like objects.

Materials° A bag of obJects (like objects, but differing in size)

1. “two cows

2. two rocks

3. two sticks
,yh; tuo‘ho:sab

_Wﬁg\,two dolls

Motgvxtxon - "What do you think ve have in the bag? Reach in and pull somethmng

. out," (AL five deects hawe been recognized previously by all the pupxls.)

'}Pro¢eﬂnra: Have one child reach into the bag and pull out an object. Take out -

th& dbaect lika one nlready out. "What can you tell ma about 1t?" (Name
hn obaect.) "Which is larger?" "Which is smaller?" Vary the two questions

!ﬂ dnch obJect is disquaaed.“ o 2R : S
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Results: Three out of the tive ‘pupils did a fair Job on the actlvity. “C.Y.;and
CsB. had very little trouble recognizing the dxfference between the two‘
6bjects,- G.L. was able to do four of tne six items, making errors on the

» H cows #nd‘the horseg. L. H. (absent fbr past fbur weeks) failed to recognize :

‘any of the objects and d;d‘not»upderstand theJobJect Qf the lesson. Shg

'returngd‘botn.eacn,time. R.B.merelyfepéated‘thevlagt word each time,

e.g.;"larger" or "smaller." She made no correct responses.

Evaluatioh- Thls lesson p01nted out the need for further work in tnls area. It

will be contlnued with objects which the chlldren can recognlze easily, 80
‘that the problem involved is not one of recognltlon but of dlfference in :
size of the two objects. The idea of using objects that the child can hold

Ly

- ,and look at seems to be a good one. It is eV1dent that this lesson should

be pursued further, but with like, rather than unllke, obJects.

Time Allotments for Aéfivities

»‘Certain-actiﬁities were common to all of the'classes. For example, there

was a tomletlng and general organ1zat1on perlod 1mmed1ately arter the arrival

: of the chlldren at school, an outdoor recess, a milk and cookies snacx period,
‘and a "clean up period preparatory to going home. Avrest period waa‘optiqnal, h

some teachers feelzng that no sucﬁ period was necessary T&pical morning and

afternoon schedu;ea‘were as follgys; R T

Morning Session '

W‘w” 9:00 to 9:15 0rgan1zation—-bathroqm

: ‘tl.

9115 to 9:30 B tomyt. The race bgtween '.eammr 'l‘urtle and Billy Rebbit
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9:30 to 9:h45 | Dramdti;atidnbf dboﬁe story |
Q:hs‘to 10:15, Writing at tables, and on blaékbo#rd.. LoQking at and
. | :f cﬁoosing books J |
10115 to 10: 30  Clean up
10§30 to 1l: 00 | Outdoor recesé
"113001t0}11:15 Milk and cbokies. Speech and vocabulary work in
| conjunction with snack )
il;ls to 11130 | Counting' ‘\ |
11:30.£o il:hoi Géme;-following directions

11:40 to 11:45  Clean up |

Afternoon Session

1:00 to 1«:15‘ - Paint fingermails (for tnging children)
-~ 125 to 2:00 . Story and book”time
2:00 to 2:30 Board time and mnsic time

2:30 t0 3:00  Outdoor play

3:00 to 3:30 x‘Mllk and cookmes |
Numbers, weather and place concepts
| 3’30 to 3: h5 Clean up

3 hs to h oo o Don clothes to go home |

In addztion, durang the: course of the rirst full intervention year, four
tiald tripa ware madeuuto a zoo, an animal and bird sanctuary, commarcial
*”fishﬂng whart, ‘and to the/annual Christmas display on Boston Common. It~was félt

*% , by . all the taanﬁers, thnm sucﬁ axcursions were important ways: of

u, Y S ST
‘*fccmpenluﬁing fbr éertain obviouﬁ dericits in the experient;al baekgrounds of the

Ao ) ’ ; by
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. tent rules for ‘the group were successes achieved in social leernlngs for the
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children.
Needless to say, e vast amount of social learning occurred over the months

during snch periods in ‘the schedule as “organization——bathroom," "eclean up,"

"recess,“‘and "milk end cookies. Some oY the,children were not\toilet-treined

l
! \

when they nrst started the program and most knew nothing about tak:.ng turns
either et play or 1n a dining situation. Only through certain established

routinen in the daily program and through tne contlnuous enforcement of consis-

| maJority of the children in the study. of course, the creation of desirable
attitudea and habits were a part of all activities in the program and must not .

be viewed as being restricted-to‘perticuler "periods" in an inflexible schedule.

A Note of Caution about the

Significance of the Curriculum

,‘It is neihaps appropriateet:thiepoint-ha#ing Jjust outiined certain
“faSpects of' the echool program end preaenting, in the next section, certain inpor-

tant ereaa of concentration ia the curriculum-that we sey something about our |
concept of a curricuiunthyii | | |

Describxng e curriculum is not a very diff;cult Job. Whatnie involved in

e such a description is a statement or speciric and general goals, the megns and
Ame&ia utiliaed, and. the criterin for. determining progresa in leexning. There’

are at 1eumt tuo. samewhnt ﬁinqnieting. charncteriatica which dascriptions ot
| fmost currieuln nhare The tirnt or these eharacteristice is thet tney all seem |
above reyroneh. i.e., thev sOﬁm‘ta ba deeeribed in sunh a wmy that a atend ageinst

them putn one on the -me of :m ﬂght:l.ng virtue, C‘riticiem is further mch

e S BT T : W B S R (Y R
O i L S
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difficult because each curriculum can point to and describe successes (Juct as
auy school of psychotherapy can point to its cures).

The second characteristic which descriptions of most curricula share is ]
that they unwittingly convey the impression that the curriculum is a separate{
uariable, i.e., it has an existence xnd effect independent of the social
.psychological'eetting and the person employing it. Such independence never
exists. On paper it is possible to compare curricula independent of the eettin
and teacher-'in uractice it is impossible, To attribute consequences to a
' curriculum, therefbre, is to do more then oversimplify. It is to misrepresent
the external reallty.
| The two characterlstlcs wh‘ch descrlptlons of most curricula share not
only should gerve as a cautlon to the reader as he evaluates what has preceded

and w1ll follow this sectlon, but should also serve to underscore, as the
follow1cg quotation suggests, the~eiguificance of e‘metho@ological,problem
vhich has received surprisingly little systematic study:

- At the present time, we simply lack the kind of detailed descrlptlon
of "llve teaching by means of which we can gain a better understanding
of what the different protagenists in the controversy actually mean and
the degree to which their descriptions are consistent with stated aims.

 One can point to other fields where issues were greatly clarified and.
productive research initiated after systematic descriptions of the live
situation became available for study. Until a great deal more of these
kinds of systematlc descriptions of classroom learning situations are
‘torthcoming, it will be difficult to proceed to the scientific study of
ﬁ—the issuel 1nvolved (Sarason, Davidson & Blatt, 1962, PD. ll9~l20)
‘We would reiterate that the successful development of a metnodology for
:erecording and analyzing the teaching situatlon is a. prerequlsite for any attempt
| ito evalunte, as in the case of our study, the effects of an educamlonal {nter~

vcntion. Our description of & curriculum (prev1ous sectiou) or areas of

concentratxon (the nekt section) should not be taken ‘a8 a descriptlon of a
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variable in the usual _sense, It should ne viewed in relation to our attempt to
communlcate the overall social psychological climate, the variatlons in teacher
personality, and the degree to which the focus of projJect personnel was on the

process and content of school learning.

Areas of Concentration

An overview of the total program, based on observations of the teachers
and children, points up the fact thai certain categories of experiences or
activitiee, or greas of concentration, were common to each of the individual -
progranms., Theee were areas which received speeial emphasis throughout the year,

The following is s description of these areas.,

1. Langggg Develogment._ The results of our testing on the Illin01s

Test of Psycholinguistic Ability suggested that our subjects may be signifie-

cantly deficient in language abllities. These abilities are, of course, essential

for communicating with the other children in the class and with the teacher.
The importance of these abilities in the reading proceas cannot be undereatimated.
Persistent efrorts vere made by all the teachers to develop the speaking voca~
bularies of the children and to assist them in grasping a grester number of
verbal eoneepts. The children were constantly encouraged to expresa themselves
Ln a clear and coherent fhshion. Many children, who did not speak at all, or
only'grunted at the beginning of the program, progesaed very rapidly in language
development in response to the methods used. Examples or thege methods are:

8 Encoureging talking and selfaexpression through the uge of puppeta
manipulated by the children.

: N T O . LN - g R { - - Sl b " LT L . it - - [ i o 4 o
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b. Neaming items drawn‘from a bag or a box.
c. Field trips as e basis.for language experiences provided in follow-up
lessons. t

- de Performing 8 sequence;of actions, dictated by the‘teecher, in proper
order and then describing to the class what was performed.

The language development program was be51c and central to the total enriche

ment currlculum for the children in our pzeschool. While there were formal

language development activities, the obJective of "language development"

permeated all instruetionel areas, There ‘were ceveral good reasons for this,

First language is an 1nt1mate pert of all curriculum activ1t1es and, secondly, ‘
there are a number of specific and nighly related factors that toaether comprise
& totality called "language." TFor example, the typical end product of language--

speech production--derives its effectiveness, preciseness, flexibility, and

strength from such-general factors as lanpuage awareness, language patterns,

vocabulary enrichment, experiences with stories and books, as well as from such

»consideratlons as ego strengtn, 1mpulse control, and values., Such spe01f1c

‘ fectors as euditory discrimination and memory, speech training, and motor coordina-

tion affect speech production. Therefbre, it is not difficult to predict a

strong reletionship between lenguage development and cognitive development, raising

l ‘again the question, "Do children who nave high IQs develop early end rich

lpklanguege patterns or do children whe are: efforded an early and stimuleting

language environment develop high IQs?"
‘What are the coneeqnences of an impoverished language develOpment other

then how languege development relates to meesured intelligence? Language,‘

‘certainly, ie essential fbr communicating with others in the clessroom, at home,

and in the community. Further, as mentioned before, the reletionship of

g
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language to reading is very strong‘nnd direct. Therefore, the developmenc of an
adequate verbal commnnication system appears to aid in the genersl development

of cognitive ebilities, in communicabilitv between indivzduala, and in prepara-

tion for reading and other acedemic aspects of the schdol curriculum. |

2. Auditogx;Discriminetion. The ability to discriminate sounds and to

listen is essential in both reading development end speech production,

Disadvantaged children often come from homes that are not only non-verbal but,

at the same time, they are noisy and crowded. As a result, these children often

enter school W1th a language that is quite diffcrent from the langaage they are
encouraged to use in the classroom (Gotkin & Fondiller, 1965). Further, they

| have had an experience in coping with the noise of their environment which

often results in a developed ehility to "close out" sownd, Therefore, learning

to listen has not been a particulerly weli»developed 8kill which these children

. bring to the preschool. ' " - - | |
Our obJective in the auditory disnrrminaticn o3 JR% 5 2/ whs to helyp children

- develop an ewereness to sounds and their comporentnu the rccogn1trou and inentity
of sounds the identificat:on of likenen Bes erd fil.7fererces in sonuds th:
reproduction of sounds, followrng aire/»ionn, nrvnir;nn Lnfnrmntion, recognizinb
i relationships, enJoying and appreci&tinn opoken 1angvage nav manic, 1nd cctennm |
| ing to speech and other meaningtul aoundao Thizre were s nunner 4! exeellﬂnf
activities our children engaged in that n/deo in the deveioomeo* of anaitor~

| discrimination.‘ Two ot the morc conmonny uamd onea wnne' - |

'a, Recordings ot animal noundn mnd 1) WLcal inrtrumen Y were gleymd Thea

‘i ichildren were assieted by the teacher in rwcopnizing nene noundm.. - | : /

":‘h;w Sound»blending gemes werc pJade. For e“nmrie,‘"What 14 tninwwanuoe?"

-
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(Teacher sounds word with little break between, then increases to clear separa-
tion of sounds.,) Many of the cnildren could not make some of the sounds
accurately, but they could recognize them auditorally, |

3. ggggiggx.yggggxg' Releted to the above section, both in objectivesvand’
program activities, specific preparation was given children to develop the
ability to remember things heard:

a; A story was read to the children; then they were encouraged to retell

the story in their own wofds. Sometimes they were asked to repeat statements

-made by characters in the story.

. *
b. Children were given‘verbal messages to convey to other staff members,

A check for accuracy was then made.

4, 'Visual Discrimination., The ability to discriminate visually between

letters and words is essential if a child is to learn to read. The children in
_ the enperiﬁentalgtipeﬁriter greup were continuously receiving practice in this
'skill, because of the very nature of the activity in which they were engaged in

uhe booths, however, these children, and children not on the tjpewrlter, were

given additional visual discrimination activities in the classroom situation.

Two of these activities are llsted below:

-"“ S uugerimPQSIng letters and wcrds printed on transparent plastic squares
oty Ldmnt,cal lettwrs and words printed on a “Bingo" card. This proved to be

“unc c* twe mmei gagular ganes among the children, probably because of the;
“mechaie re;nfbrcemen’" feature of seelng the exact match at once and because

;oﬁ thw remofe cnnnce nf making an error."

oy e oize end ehnyc d;scr.mination employing toy animal figures and other

“ebﬁrc%s (euém:eecher“s lesson plan, pages 110-112), - T
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5. Visual Memory. Training was furnished in the ability to rememper

things seen. This skill is related to reading and spelliné. '
a;‘ObJects were placed on a table before the children. Then, while their
. backs were turned the teacher either removed or covered an obJect. The chlld-,'
ren were asked to identifty the absent obJect.
b. A sequence of related pictures was placed before a child in correct
~order. After & few moments, the child closed his eyes. The Pictures were
arranged in an incorrect ordrr by the teacher, Then, the child was to rearrange :
then correctly‘l | |

6, Other Sensogz.Modalltles. Experience was provided in the following

sensory areas- touchlng, smelllng, tasting, and, for want of a better term,
kinesthetlcs (utllizing & variety of sensory functlona, the child's conscious
perception of his own muscular movements) Tactile (touchlng) activities might
flnclude descrxbing the "feel" of surfhce textures, comparing textures,
classifying obJects according to texture, and, eventually, relatlng texture
characteristics with cla831f1cation of materlals.
| Olfactory (smelling) activities included relating odor to its source
(e.g., vegetables, smoke, grass) notlng simllarities and difrcrences in odors,
'describing varlous things accordzng to odor, and then classlfying obJects
according to odor. Such natural act:vitzes as cooking tOgether, snack tlme,
sampling“qud, and walks in,the woods brought meanxng to thls aepect of the
" proéram.‘ ‘ L |

| Tasting activitiea included 1eerning to describe and compare dirrerent ‘
tastes (e.g., sour and aweet bitter and bland pleasant and unpleaaant)

cJasaitying obJects according to taste, and relating tagte_to‘itsﬁaonrce.i
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Kinesthetic activities helped children develop concepts of space, size,

movement and coordiaation, Such activities as traclng shapes and sandpaper

letters, closxng eyes and tre01ng lettere in space, and closing eyes and rvtatlng

one part of the body to another prov1ded good kinesthetic tralnzng for the

, ch:.ldren.

Te uantitetive Thinking., Four meJOr areas of growth were attended to in

- this area of,concentratibn. ‘These areas were: (1) the,&bility to understand

and use the language of quantltatlve thinking; (2) the sbility to count and

- understand number concepta, (3) the abllltv 10 recognlzu at P glance simple

. grouplngs such as 1 2, -and 3, and (4) the sbility to recognize and understend

“writtenanumbers.

"In & shuffLehoard-the game, the children tock turns throwlng 2 blacke

board ereser 1nto four, concentrLc, numbered recfanglhs drawn on the floor of

‘tne classroom, The hlﬂheﬁt number (four) was prlnteu in the smallest rectangle;

N the Low esh numher (one) in the l&rgerb rectangl The number, or score, was

hhen recormad on the b ackboard bv the player.

)

’Hb, Practice in countkmg anc in recognizing small groups of objects was a

‘1requent &otlvvby, nft@n mccompany;ng snack time (countlng the number of cookles

\§qh nepm;nm to hw pdﬁsed mut) buh many times belng offered in speclflc d;rected
‘j vwawcaees wttm,poker chmps, marbles, and other obJects.
& Mmbow mumrdination. Bdth large and flne motor coordlnat1on activltles

 dwere wruvld»da Pawticular ettentidn was glven to the development of flne motor
meny of the children eppeared to nawe had limited

Muwh dutting thh scissors, drawing and tracing, andvconstruction 6f

O A i ‘ ; :
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b. Numbered dots were. placed randomly on a sheet of paper., The child was
then required to connect ‘these properly.

¢, Walking a plank suSpended at progressxvely hlgner altitudes as a
anLa 8 confidence xncreased was another popular activity,

Q. _peecn Tralu;_gb Typlca4 classroom speech correction was given by the

teachers, However, because of the ages of tne children, insistence on "precise"
pronuncintzon was avoided. Rather, the chlldren were gently urged to develop an
awareness of the need for clear, grammatxcally correct communication. For
example, if a chila sald "Mekwent'to g0 to the bathroom;"'hefWas ufgedto,eey,
ng.m | | | '

10. Creative and Imaginative Tnlnklng. We believed that developing a style

of thinking and behavlng thst is dlvergent, unique, and creative would aid
»”substantially in tue chled's ablllty to express himself and hlS feelings in a
vmanner wnieh is 1ntegral to his personality and expressxve of hais 1nd1vidu&11ty-~
‘not of the stereotypea responses of "anyone. Attempts to stimulate creative

and 1mag1net1ve thznklng were mede in several ways:

" & Through sentence completlon exerclses, €eg., "If I had a dog, , "
Througa dramat ic play. |

és_ Through familmarlzation and experlmentatlon Wlth & variety of concrete

7artistic medla (clay, paper, macaron:, paint, etc )

d Through a hoet of commerclel games allowing for construct;onutype

| ectlvities with ell kinds of materiels (wood, plaetie, metal)

e, Through hawlng the chiLdren make up storlee and songe for preeentation |

- to the clesa.

~Needieestosey, most of the ectivifiee and gamee employed in the preschool

»situation aerved to- develop more than one ot the tunctions descr;bed above,




The teachers were kee‘ly awares of this fact and constantly strove te 1ntegrate

learnings in an effective way. in many preschools - the Pind of training 1n the
psychological Iunctions described above occurs only intidentally and is not
deliberately planned. In our program, such specific training did not predomi-
| nate over all other espeets of the prOgram, however, definite periods of time
during the class day were. set aside for this purpose,

- In conclusion, 1t can be said that tne preschool pbrogram can best be
‘oescribed as experimentel emergent and chlld-centered for the most part
‘fadnering to the baslc principles of any sound preschooi program but, over and

‘above this, fbcus1ng on the intensified development of pre~academic skills.

TheuResponsive Environment

Omay Moore (1960 1901 1963) has pioneered in the development of

| theoretical es well as technical aspects of the learning of preschool children.
Because Moore! 8 "Responsive Envlronment" was used in the present study, it is
‘necessary that his position be reviewed briefly. In this review, we hope it

becomes apparent why Moore's’ contribution to the field fitted §0 neatly into

R j;our efforts at env1ronmental stimulation,

Moore has described how children aged two to five can learn to type,
"read, and to write. These skills are acquired through an enJoyable experience.
‘This experience“is derived from what has been labeled a "Responsive Environment ,"
An environment is "Besponsive" ir it satisfies the following condition8°'
(a) Tt ie attuned to children4s exploratory activities."
(v) It intorms ohildren 1mmediately about the consequences of their

_owm aetionsst
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(c)“It permlts cai ldren to meke extensive use of their capeclties for
haee T8 ‘
discovering.relations. -
.(d):‘It is so arranged that children are likely to make 8 series of

‘1nterconnected discoveries about” some aspect of the physical

‘cultural, or social world (Moore, 1960 De h)

‘Moore believee that vhen Organismsare'oomerteble-;i;e., when their basic
‘biological drives nave been satisfied, and wnen they are afforded the leisure
fto do so-nthey will engage in exploratory behav1or. In addition to this innete
'curiosity, there is also a dere to manipulate“and a motive‘to be ooﬁpetent. A
Re8pon81ve LnV1ronment will, therefore, permit tne organlsm to iearn under theee
conditions but it does rot teach. It allows children to discover things for

themselves, much 1n the way they learn their native tongue.

Moore also believes that chilaren under five have had only limited practice

_1n fbllowmng complex verbal instructions and that most children seem to- become
bored when required to listen to adults in such situations, Moreover, there is
set of explicit rules which is really adequate ror making the trenslation
_between speech end orthograpny.f | |
| In the Responsive Environment the learning is said to be "autotelic," that
lis, the children are to use the machine (an ordinary electrie typewriter in the
,‘non-eutomated environment) for ite own_sake and not in response to extrinsic
'rewards and punishments.‘ The Ghlld mey err or achieve euccessea without )
' 1neurring other coneeqpenees. The opportunity to operate in this manner is
‘crucial to Moore 8 method, ror he Jeels etrongly thet anxiaty and fear act so

- as to hamper free exploration and discovery and. consequently, learning.
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The four stages of Nbore s system for permlttlng children to learn

ortnographlc symbols nave been outllnea as follows- |

I. Stage i y'BasidkReading‘anderiting o

l;- C (child) explores typewriter (electric), T (teacher) responds
by namingieach charactér C.makes. (T also gives phonetié value
of some characters) e
2, C glves Tts response to C's maklng of ch *gctgrs,f
i SR 3. T exhibits characters on projector, ¢ responds by striking
| the. approprlate hey and T'repeats C's verbal response. (By
.this tlme, correct flngerlng is achleved through T's use of
| f\foff cn switch) | |
rh. T exhlblts word 1ist on proJector, C responds by typing the
characters in proper order. T then pronounces the word.
‘5. vcrmakeé T's‘respoﬂse tokwords.
6. T exhioits sentenceb on proJector, C types words (including
’ _punctuat1on) in proper order, T no longer responds except
“ﬂxto help when C is confused¢
7. C types autonomously., (ﬁ control is added to projector 80
. ‘t.haﬁ C cen do this by himselr).
B. __gggrmgrlntlng | N
o:’Al. L5 makes blackboard and cha;k available to C at the beglnnlng
of typewriter training. |

‘ﬂ‘2g €At some ‘time c vzll begin to make letters, words and sentences

on his,pwn; T correctsvm;stakes‘qrter this process has begun.




Steps~»reading
7 presents word lists and storios (from C's previous typing)
on proaector. C reads, T corrects (having firat given C an

opportunity to work tnrough tno dlfficulty)

2. T provides booxs 8o that C may rﬂad autonomously.

” Stage II - chtation

o A,f T records o's verbal responses while C types, thén‘c listens to

III.,

. M Riﬂm s

himself.

B. C reads typed material while listening to himself,
.Cs T adds recording-reprodu»xng unit with keyboard control to type~

l\f‘ writer, as well as ofr-on switch for the proJector. C explores

these controls and T responds by naming them.“

D, C reads (but does not type) prepared story on projector (reading

punctuatiou as well), and then takes his own. dictation on type-

Witero B}

.,,E - C. takes dictamion on. typewrxter from other recorded voxces. _

Stage Il - Coggogltion

..C diotates his own stories, with T present, and then types them.

-B. C dxctates his own stories, with T abaent and then types them,

T inspects and corrects C's work,
C c dictates and types privately and is encouraged to start a diary

T does not intrude.

--------

B ‘A T collects samples of C's verbal intexoctioptyith others. C's

‘1?op¢ a8 ahgiologuo, assigning

R

“?
4




-127-.

i

B. T records interaction in contrived game situations of the kind

devised by Moore (Moore,\lQéO, Pp. 5~6).

In the present etudy, "instruction" was begun starting with Stage I--~Basic

“Reading and Writing-nin the five booths provided for this purpose. The booths,

‘7' x 7' x 7' were arranged in a line along one wall close to one of the class-

rooms and separated from it by & corridor. Each booth was equipped with a

‘wall-mounted blackboard, an electric typewriter with an attached Line-a-Time
pqper—exposingidevice, a chair for the child and one for the booth assistant,
;and a table which could be used to support a DuKane rilmstrip proJector. The
booths were also monitored for sound and could be observed from the outside ;
through windows containing one-wey vision glass, Each of the typewriters was
 equipped with an,instructor 8 off-on switch, so that the keyboard could be

immobilized at any time at the discretion of the booth assistant. The keyboard

of the typewriter was color-cued witn bits of colored tape in tho manner recom-
mended hy Moore, the colors on the keys matching those peinted on the tingernails

of the children prior to entering the booth.‘ Other than the above-mentioned

~ dtems end the sound equipmont (wall microphone and amplifier), the boothe vere

bare.
Each day thet school wag in eession, the booth essietant would go to the
claasroom. A child in the experimentelntypewriter group would be sent out to

the booth aasistent who would then escort the child to a epecial area where his

7,ringernails‘would be peinted. Arter his neila were peinted, he wes led directly

to the booth. (The booth eesistent would record the exnct time thet he entered

and 1eft the booth) Ir the child, for any reeson, did not' wish to go to the

' booth. on that de.y, then he was elloVed to stay in the clessroom. Similarly, a

~ child remeined in the booth only as long a8 he deeired. In any event, the:
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booth session was always terninated at the end of 30 minutes. The child was
then escorted back to his room by tne boot? agsistant and was provided with a
carbon of his typing for that day which he was permittea to take home,

At tne cloae of each session in the bootn, the bootn assistant immediately
wrote down nis observations concerning the child. A daily staft conference
was also held at wnich the perrormance of each child was reviewed. In Moore's
laboratory a record 18 kept of the amount of time spent in the booth and the .
number of times tne child depresses keys (stroke count) For our purposes,
this record was considered minimal' therefore, data over and above these were:
collected, e.g., the number of refusals to go to the booth, the everage time
spent in the bootn witn each bootn assistant the average time epent in the
bootn by the entire sample. | |
- In endeavoring to observe Moore 8 proceourea to the letter, as well as to

the spirit, assietents were specificelly instructed to be as impersonal as

| poesible in the booth situation, 80 as neither to reintorce nor to "punish"

any child’s responses inedvertently We wished to make every effort to promote

the experience with the typewriter as truly autotelic. We must admit,A
however, that it was vxrtually impossible for the bootn essistante to maintein
the same degree of obJectivity at ali times. Moore recognizes this problem,
but believes thet it ie now lergely, if not entirely. eliminated with the

1ntrodnction of tne fully-automated E. R.E., i.e., the Edison Responsive Environ-

o

_ment or "telking typewriter "

o To- aasiet the reeder in torming a clearer picture of *the non-antometed

| Reeponsive Environment, the type ueed in the preeent investigetion, 8 generel

deecription in given1




-ariginal paper inserted in the typewriter there is also a carbon and a

'  off the power and she asks him to slow down. She directs him to type with
' - only one finger. If he does not heed this direction, she repeats the
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Miss Smith enters Jimmy's ¢lassroom and, at & natural interval, asks
him to go with her to the .booth., If Jimmy does not want to go with her -
that day, she does not attempt to coax him but again suggests that it
might be fun to play with the typewriter., If Jimmy decides to go, the
teacher and the child go to a desk where Jimmy has his nails painted
appropriate colors, corresponding with colors on the typewriter keys. This
is & gcod opportunity for the teacher to review the colors on the child's
fingernails. The teacher notes the colors which Jimmy can name and any
commen&s he makes in response to the colors, for example, "That's in my ‘
shirt. . , o

~ Both the teacner and Jimmy then enter the booth. (The teacher lets
Jimmy take the lead). Jimmy gets into his chair. He may need assistance,
such as moving the chair closer to the typewriter. The teacher asks
Jimmy if he would like to put the paper in the machine. Usually he does

‘this and turns the roller to an appropriate spot so that ne can begin to-

type. Jimmy switches on the machine without being asked to do so and he
is ready to begin. The teacher has made sure that in addition to the

blank piece of paper., The second copy is later given to Jimmy to take
home at the end of the day. | | | .

Jimmy is beginning the first stage of training and is, at this
point, exploring the keys on the typewriter. As Jimmy strikes a key, the
teacher repeats each letier, number, or other symbol. She also gives the
gheaic sound of each letter, with the exception of the vowels and "e," "k,"
8s" "Jo" If Jimmy is typing too quickly, she uses her control button to shrt

i

"only one finger" rule. If, however, he-continues in the same manner, she
switches the typewriter off and tells him that the typewriter can't work
unless he slows down. Usually, Jimmy returns to one finger typing.

- Using her pencil the teacher points to the letters on the paper -
which the child has typed. This usually draws the child's attention to
the characters which he has typed and he begins to see the relationship
between the keys he has typed and the characters that are immediately
reproduced on the paper. The teacher asks Jimmy to repeat the letters

which she is saying as he types.

If Jimmy asks questions not pertaining to the typewriter, Miss Smith
replies with a short answer and then waits for the child to return to the
typewriter. While Jimmy is typing the teacher takes short notes, usually
of things Jimmy is saying relating to the session that day. e teacher. .

‘also tries to note those keys that he uses rapetitively, which hand and

ringersihe‘uaes,,and,any nev skills he acquires during the session.

The maximum}lehgth of tim§ fornwh1¢n Jimmy mayaremain.in thé booth
is 30 minutes per session. He may, however, leave whenever he desires
before the time is up. When he asks to leave before the 30 minutes, the
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‘teacher suggests that he type some more to see if he really wants to leave.
If he does wish to leave, the teacher asks him to switch off the mschirne
and take the paper out, This he can do. The teacher and Jimmy jeave the
booth. ‘She gives him a copy of the work he has typed that session ang
accompaniea him back to his classroom.’ _

) »7 Three ganeral “levels of attainment," or sub-stages, czn be identified in

Stage I or the method developed by Mbore to help children to acquire certamn
orthographic akills ‘at an early age. Fbr our conven‘ence, these three levvxs
have been designated as followa- (l) gross exploration- (2) differentiated

| exploration; and (3) integrative exploratioa.

Examples or behaviar characteristi of the first level would be poundmng

the keyboara with the fists and/or fbrearms, or more than one finger, hence

Jamming the keys, manipulating various switches and levers on the typewr1ter,

but not the lettered keys, and mov1ng about the booth. At this level there
appears*to b& little cr no ccnnection between whax tne booth teaeher may'be say—
i v

ing and what the cnild is doing on the typewriter.

w1th any given chila, at any given time, there is & considerable overlap

| among these 1evels, howuver, there appeara to be less varlability vithin each
level than between ohe level and the next. The variability trom child to child
is also great, as one would probably anticlpate and as is evident from the
| examples or‘predominuntly gross exploration contained in the deacriptions below,
written by the booth assiatants, of the behavior or children on their rirst day
in the ho@th' | | |

, Tbrny reapendad aggressively to the vypewriter, using his whole hand and

consistently Jamming the keys. He moved the carriage manually and typed

over the same place saveral timg I had to ask him to leawe at the»end of
30 minutes. S

I




%

s
s "'
e

e
e

/

A |2 ‘ C /

}{} i R BT AR ELAY i T et e Sl SlE L RGBSR G g 5
WS 7

-/ - R i ) - OSAT - W ORGeT ol BTy S

=131~

Beverly

‘ ‘She repeateglyasked;‘"Whéffs this?" to’various*kéys, parts of the
typewriter, and objects in the room. She was quite interested in looking
zoout.  the room. When Beverly came to the end of a line, she said, "You

push them,"~~mean1ng-the_kgys.‘ I asked her to leave after 30 minutes,

Jane

Bhe seemed afraid of painting her nails but not of typing . . . She
unpderstood carriage return immediately. She was more interested in the
mechanical operation of the typewriter thea in actually typing. She -
started to use her fists, but understood when I switched her off.

Paul

. Paul hit the carriage return 165 times, ie pressed the lock-on-=lock-off
key a few times but, after the first two lines, was preoccupied with the
~carriage return key. He then said that he wanted to go to the bathroon.

He did not want to type anymore. He did not repeat the keys after me.
Occasionally, he stared at me as I said the names of the keys,

- Jerry

He pressed all the keys at first, but not the "switch-on" button. He
typed a row of a's and said, "a," once after I had said it. He ran his
hands over the typewriter exploring various parts of it. He repeated

| “wﬁrds‘aftér’me&&e.g;;‘"tab“set;”""earriage return,” "paper release," etc.

‘He would use the tab and carriage return, hand release, paper release,
and hand return down to the bottom of the paper, and then would say "all
right" or "0.K.," pull his chair closer to the typewriter and wait for me
to put the paper back in. Once he said, "I'll put the paper in." Then,

- "I'1l show you, I'll show you,'=--meaning he'd sihow me how to put the
paper in. Once I had to show hinm where to put the paper., He'd say, "Fix

- it," when the letters [keys] stuck on the carriage. He touched every-
thing I ‘touched and manifested great interest in my button. -

ol

The beh@ftér“or@theichild described below on her first day in the booth may

be cdngiderqd q@ita‘atypical, gﬁ éoﬁtrasted'wiﬁh the’behawior of the other»
subjécﬁs infﬁﬁe"eﬁperimental;fypéwriter‘graup. 'One'1s“témpted to call this
ﬁherehaviQr”of aﬁ:"ﬁnrhspunéive"“child“in & Responsive Ehvironment.y

‘”fAlIeé did"nottype(&hything. She‘sat theréthe whole time just staring

{
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at the machine or at her fingernails. Every once in a while, I would
point to the keys and say their respective colors, and say that you play
the typewriter by pressing the keys. After two or three times of this

- procedure, Alice looked at her fingernails and then 'at the keys, but said

~.or did nothing. Then, after 20" minutes, she began to cry silently.. When
agked if she wanted to go back to the classroom, she nodded "Yes." She

- took the blank Piece of paper with her. ‘Though Alice did nothing in terms -
of typing, her willingness to come to the booth is one step forward. :

- Yesterday, she wouldn't even have her fingernails painted. Today, she
‘suhmitted wlllingly. | | ‘ R

At the*aecond level‘(differentiatedexploration),the_cnild's,behavior‘

becomes more focused and less diffuse. Particular parts of the typewriter
begin to oe singled out,increasingly, for attention. For example, the child
may learn to operate the carriage return and persist in operating it over and
over again, or the switch-on ‘and sw1tch-ofr control may be manipulated
repeatedly with its relationship tO‘the operation of the typewriter and the i
poaitionlng of the material being typed finally grasped. At this level, too, the
colors on the fingernails are attended to with the names of some or all being |
‘learned.. |

| It ia dnring this period, also, that the child begins to make the associa—
tion between the colors on his fingernails and the color-cues on the keys.‘ The
keyboard begins to receive a much greater share of‘the child’s attention than
‘heretotore, and the names or the lettere on the keys and their sounds begin to
be learned. This aecond level is difrerentrated from the first primarily by the
greater amount, or attention given to details. both "large" d "small "

At the third level, which may be termed "integrative exploration," the
child learns to cembine simpler habits into more\cgmplex "higher order" units.
re.g., instead ot’merely Qpacing or preesing the carriage return key, the-child
can now combine in correct temporal order each of the two separate motor acts. |

At thu 1eve1, asimp,le three letter word may be typed and/or printed on the
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‘hlackbonrd with the correct letters in correct sequence. Similarly, letter
sownds learned in isolation at the second level can now be biended into a-

f "nigher order" unit, i.e., a whole word.

‘units of phrnses ana sentences as the chlld begins to read in & more meaningu~—
ful and sustained fesnion.‘ The most characteristic aspect of this level of
instruction is thet the child is engaged most of the time in a synthetic,

: rrnther than an’ analytic process, although understandably, there is overlapping

,'ngain between these benaviors. |

| Althougn strictly speaking, the booth assistant strives to be as non-
directivessédssible, i.e., permitting the child to learn rather than teeching
him, the booth essistant at ‘all three of these levels is, within certain

'1prescr1bed limits, both directive and nondirective to some degree. In general,

it can probebly be said that the amount of direction given increases as the

© child sdvances within each level and from one level to another,

TheiComplexit& of the Intervention

In this and the previous chepter we have endeevored to describe the number
of difterent fnctors, or variables, which comprised the 1ntervention., In a real
‘isense one might ssy that the intervention consisted of an ongbing, changing,
éomplex social psychologicsl setting having personsl interpersonsl educationel
- and eulturel components. This is ‘not the type of setting which makes descrip-,,d
,tion snd manipulation of the component; variables easy. When we were plenning

| and orgsnising the study, we reeliqed thnt in the event thet predicted

. ditrerences emerged between the experimental and non-experimental children we
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. would not be. dble ta aay what aspeﬂtq nr the 1ntcrvention vere morﬂ or LQBS .
influential in producing the resulta.‘ Hﬂ@ever, we did feel thax ve could develop
a setting (the 1ntervantion) for the experrmental children vhich would contain |
‘ _e1amants obviausly not fbund 1n thﬂ daily 11?%3 of the non-exp»rimenta? children.;‘
\1nkgnbther uay: wu felt thnr we conld davelop and describe ax Lntervention

which uoqld very claaray 1nd1ﬂume that fne two groups cr children were

mexperiencing anch differnnt things za that predicted findi%sv {experimental
| graa&er than non—experimental) o* contrary findinga (naa-e;perimental greater

than experimental, or no rindings (experimental equaz to non—experimcntal) would |
be of significance.;‘ T }k(,, | | ‘
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Chapter VII
Presentat1on and Analysis of Data

Introductlan

Data analysia in behavioral researeh 1nvolves & contlnual fllrtatzon
between ideas and levels or signlf cance. There is an 1nev1table cyclical
. history of initially successrul seductionu~Hawthorne effects~-fbllowed by dis-
f"-ennhan ment-ncaretully designed replication.» The polite and precise parameters
““that play such an important role in other areas of scientific endeavor turn
into cepricious Rggg_hoc variables that mesn different things for different
investiéetors.
In previous chapters we discussed the unfblding of our study and the
“subJects used in teating the validlty of our strategies, In Chapter IV we
deacribed how‘groups,rvarlables, and testings ‘were arrenged in order to provide
‘a plausible design for testlng hypotheses about the effects of a two-year
| preschool intervention. However, as the construction of & design involves
many arbltrary decxsions insofar as select;ng subjects, tests,and teachers,
81milarly, analyses or data 1nvolve manipulations which are far removed from
the measurement and statiatical theory upon which they rest. This is particularly
true in a study that has 1ncluded & nonspecific intervention (as weil as a
speeific one), global measurements and wide gaps in our ability to control the
lives of ehildren!end feamilies, eiqher within~the experimmntal environment or -
' qutside of it. | | :

| *ﬁhedeieonsideratiohaare Just as. important in studies that find conszstent
'group<d1rferences as in those that are ezther eqnivocal or find that dirferent
. kinds or groups are consistently similar in their behaviors, Wh11e, a8

scientiste, we hawe some reservations about the data as well as their relevance,
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our perspectlve tells us that data of this study were collected as valldly as.

p0831ble considermng tne nature of fleld research, in general, and the special

\ difficulties involved in studying preschool lc"ernclass children.\

The strategles and analyses of data fbllow dlrectly from the dlscusslon

of . Cnapter IV and from the schematics (Tables 1 and 2) presented there. Sections
in. tnls chepter will be presented in order of 1ncrea51ng generallty. In the

r‘first two sectlons we shall describe tne orlglnal pranclpal sample and 1ts

division lnto‘groups as indlcated in Table 1. Tnese groups wlll then be
compared, ut11121ng analy81s of variance and covariance over the four testlng

periods. The speciflc nxpothe81s that a preschool intervention favorably '

| \affects the school perfbrmance of experzmental studJ chlldren will, thus, be
tested. |

- The thlrd sectlon will discuss data dealing with varlablllty across testlngs |
and w;ll ;nclune tne multlple regresslon analyses of the first, ﬁecond, and
thlrd testing on the fourth testmng varnables. The last eectlon w1ll discuss
the reratlonshxp between variaules in each of the testlngs, w1th partlcular |
emphusis on the fourtn testing, The‘mnre generalized focus of this section
centers on an understanding of the: correlates of auccessful school perfbrmance | W
of lower-class children.‘ We wlll epecifically attend to relatzonships between |
variables*‘ (a) relaming directly to ‘school, (v) thase havxng to do wlth
peychOIOglcal and educatlonal testa, (¢) those having to do with nonqcognmtive

, measurements of personal behavior and, (d) those measurements having to do with

the home and the family constellatzen.?r»

\ San‘;pl,‘e,and Groups : f _Descr.ipt.:;’ve stntistice .
- The;uaeof‘first testing (Mny,#lgéa) dh%e,fer etratifying snbgecte
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maximized tne efficiency of their random.placement into exnerimental and non-

mexperimental groups. In addition, those data provided a base line across

“ groups for future tesbings. Table 3 lists tne means and. standard deviations

of tne scales and tests administdred dnring the first testing. The means of
h'the groups were all within the .Ol confidence -nterval of the total sanple mean,

1ihindicating group comparabllity.

The ITPA and the RORSCHACH were not 1ncluded in this testing because

there were an. excessive number of 1ncomplete protocols, which was not surprising

in view of the sbes and ability levels of children.

First, it is notewortay that this sample of children functioned approximately

\two standard dev1amions below the mean on the PPVT. Secondly, the 91.4 19 mean

tnat the total sample obtained On-the BINET is to be expected in light of other

etudies of oulturally deprived preschool children. On the otner hand, it is

| not possible to ascertain whether the extremely low performance on the PPVT

‘f»wns a result of cOgnitive disabilities or of inadequate standsrdization of the

test °

While there is an unusual disparity between the two tests with ‘Trespect

dto central tendency (Table 3), 1nsofar as variability of BINET and PPVT and

_Ttheir correlation (Table 9). there are aubstantial slmilarities. If one assumes

“ithat the BINET is properly atandardﬁzed for young children, then it follows that

the PPVT is not dccurately standardized for either lower-class children or

»'preschool children, or perhays both., B

Other noteworthy deacriptive data presented in Table 3 are: (a) the

"ichildren were slightly above the total standardization mean on the Vincldnd
‘JSocial Maturity Scale. (b) the WARNER INDEX or 70 2 for the entire sample was

l
li
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ﬁ'~lweil within the 1ower-c1ass limits of thst 1ndex, (e) about 60 per cent of the
semple vere males. (d) about 35 per cent were Negroes, (e) four families had

| two chdldren in the proJect and three hed tnree children. |

| The descriptive data in Table 3 clearly snow tne effectiveness of the.
randomized stratification procedures for essigning group membership. however,
Jtney say little about the representativeness of the sample. We have provided '
these statistics in order to’ facilitate comparison between our sample and those
- \of other atudies. (See Appendix, Tables I, II, III for descriptive statistics
of second, third and ourth testings) |

R S

ﬁ{:pﬁffétts of Interventions: Between Group Variation

Onr rocus waé}in testing hypothesea about tne‘entent of“differences |
betqeenrgronps‘on;cognitive ability, as measured‘by stenderdized tests'es,well
a8 by, teecher ratings., Of secondary interest was whether groups dirfered with
,respect to nonncognitive beheviors including the ANXIETY scales and SCHOOL BEH.

The breakdown of the sample into two experimentai and a non-experimental
groqp.preaented certain. problems in,the anexysis of dste because the two
'experimental groups differed only with respect to whether or not they were

- exposed torthe dpily aessinns in the Responsive Environment. Ccmperisons of -
the twn &

i%erimentgi grpups were. theretore, partieliy conrounded to the extent

Envirqgnentt Ane;yais o: dete proceeded in severel wnys in sccordence with the
| »primsry and sscondary snalytical ca-t-.escries of Table 1 o
o 1. The total experimentel group was compared with the total non~

experimen group in order to test the straightrorward hypothesis of -
uhether the intervention produccd effects, : A

. il
H
H

e, R | Tt
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2. " The three groups were considered separate and equal groups, as
they were assigned by random procedures, and the analysis vas a streight-
forward three-group comparison. .

3. Each experimental group could have been compared to the non- .
experimental group in a wsy that has been described by Dunnett (1955)
However, our inability to find significant differences between groups on
primary or 8econdery analytical categoriee (See Table 1) obviated this.

'Another problem that presented itself concerned wnether the principal

dependent variable should have been a measurement of change from one point in
time to another or whether it should have been g measurement of p031tion at a

given point in time (Harris l96h) In light of the 1nitial reanaom assignment

of subJects, either option would have been accepteble, from a theoretical point
of view, but each would have denoted dirferent (but dependent) analytical

components. In terms of our aata, these questions are academic because the

rresults are consistent no matter which way the groups are enalyzed and no

: matter which way the measurement-time problem is dealt with.

|  To satisfy our requirements for an exploretion of the p0381bilit1es of
‘group’dirferences, anelyses of verience and covariance were done on all of the
fourth teeting‘cognitive and nonwcognibive variables. Theee enalyses are
reported in Taeble 4, which includes 8 listing of the depemdent variables in
each enalysis and the associeted clessirication end coveriate. (Tables for
each or theae anelysea of variance end covariance are listed in the Appendix.
Tables IVHXXVII). These anelyses are consigtent in that they unirormxy fail |
to reJect the hypothesis (nu1l) or no dirrerence between groups. Thua, the
evidence ageinst difrerential grou& performence is invariant with respect to'
-dependcnt vuriables and essocieted independent veriables of time ege, sex,

: remily evaluation, and intellectual level as meesured by the BINET,

\

‘ ' Lo o (“,‘i
[ . TR
- 1
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Table 4

Analyses of Variance aud Covariancel

i BT o e b
T PR T

-

Dependent

ttendance3

Variable

. Age
bX2 -
AiocovaT | -Awova
BINET MA AovA | anova | awova j J]Auocowx | “JT ANOVA
BINET SLOPE avovA § avova | avova | awova | awocova ANOVA
—— K e ||| eon |
PPVT IQ° ANOVA  F aiova | anova AROCOVA ANOVA
il # y g
PPVT ‘SLOPE , anova | akova | aova - ANOVA
- et #*L ‘ ' i e J#
ACH TEST IV Avova | avova | avova | axova anocova | awocoval awova
SCHOOL ACH IV | ANova | anova | avova | Anova AvOCOVA | ANOCOVA|  ANova
SCHOOL BEH IV | ANOVA | ANOVA | ANOVA f ANOVA ANOCOVA | ANOCOVA|  ANOVA
TASC 1V ANOVA | ANOVA | ANOVA | ANOVA “[ANOCOVA | ANOGOVA]  ANOVA
GASC IV ANOVA |anovA | awova | awova JTAraocov.tx Anocoml ANOVA j

2Categories from Table 1.

3Attendance - Classification with four levéla:
experimental, 3) Medium attending experiment

‘biith trena analysis over four testings (trials).

SFourth testing IQ except

testings are used.

6ANOVA - Analysis of Vhriqgée,', o

TANOCOVA ~ Analysis of Covariance. |

1) Non-e

by

‘High

1Analysesgbr variance and covaritﬁée-tableq are listed in the appendix,

Tables IV - XXVII.

xperimental, 2) Low attending
attending experimental. -

for Prinary X Tr#;@,m. vhere IQs from I, II, III and IV
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It’was not thought neccssary to pertbrm analyses of variance and covariance
on every possible combination or dependent and independent variable because of
the obvious consistency of the data. Nevertheless in order to g0 one step |
«turther, not so much for the sake of hypothesis testing as to descriptively
tJreveal the total picture of the experimental non-experimental comparison, a
'mnltiple regression analysis was perfbrmed using the experimental, non-
experimental dichotomy as the dependent variable and pertorling step-wise
multiple regression analysis using all of the fourth testing variables as well
Jas BINET slope, PPVT slope, sex,and chronological age. In this kind of
analysis, positive findinps are relatively meaningless because of the contrived
and.pggg.hoc neture of variaole selection.' However, the presence or clearly
negative results is quite meaningful and can offer fairly convincing evidence
°fbr a total lack of between-group dirferences. ~This is because the mathematical |
manipulation gives weightings which maximize the correlation between the
dependent variable (expcrimental x nonuexperimcntal) and a linear combination
vof the- independent variables. The fact that no possible combination of the
independent Variables can signiricantly discriminate the groups is fairly ﬂ
-~convincing evidence fbr not reJecting the null hypotncsis. This~approxinnte;ig
mnltivariste test or signitxcance. B | ‘7 e

| The use ot‘mnltiple regression,analysis is a special case of multiple | :
discriminant function analysis in which the obtained beta weights give a unique
and mnximnl solution to the problem or group dirterences. The resnlts of this
multiple regression analynis were negative in that the mnltiplc R was .55 with
the F for the residnal being 1. Oh The F never spproached significance ‘
;throughout the step-wise enalysis. Thus. the mnltivariate ‘analysis of group

i




in Table h

results of the BINET snd the PPVT ‘over the rbur testings. .These were anslyzed

W ;uSIng aﬁhlwsei or variance as indicnted in Table-h under "prinnry X trials"

_with those analyses or variance are presented in Tables 5 and 6., As was

rnentioned*nbcve, group difrerences did not reach stntistical significance, A
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difference is completely consistent with the univsrinte analyles reported |

of signal im@ortance with regard to the hypotheses of this study was the

(Appendix, Tdbles Iv, V and VI) The menns and standard deviations associated

which WAS alsc true of the "group X trials" interaction. 'There is a prednmi-‘”

nant linear trend ror these tests over the four testing periods and, for both -

"the BINET a.nd the PPVT the main effect or "trials" is significant. This
"nigniricant yearly increase in the total mean score of the sample on both
tests suggests a confbunding of regression effect from the subnormal mean . of

“the original sample or scores, stendardization flaws, end reel changes that

'have taken place in these lowcr-class children over the three-year period in
which they were tested. This is particulnrly important because of ‘the large

’ number of studies ot lower-class children that do not ute any carefnlly chosen |

contrcl grcups snd, therefore, are subJect to the usual threats to validity
associated with cnnnges in the test pertbrmnnce of children that are spuriously

attributed to particular main etrects (interventions)

f¥-fm~—\aPredictionmof‘Fbunth,Testing Vnrinbles

A strnightrbrwnrd way or viewing longitudinal etfects is to deal with the

, pragmntic prcblem ot predicticn. We are here interested in both the theoretical
problem of behnviornl stability as well as the pra.cticel problem of finding out
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I Table 5‘

Stanfbrdeinet L-M (1960) Iq, Means

a.gd Standard De‘via.tionslf
e Four Testings and Slop

 TESTING

JGroup . 15
Experimental B2.6

leggs are entered in upper lett zad standard deviations in lower right of

§i%§é‘ \-SX A x3 + SXL (Linaar) ’§$cond'and4thifd ordeg slopes were
nct cAlaulated.‘ e } ' S T S
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Ta.ble 6

Pea.bo%r Picture ‘Iocabulary Test IQ, Meana a.ng Standard Deviations
| | Four Testings and Slope’ : 2

|

| N PR L‘ O mmetme B

i T\mv\\mvrvs‘m con M‘T\ ’
Group @63 - ’ i

\\wm\\m\\s\ mp‘m“m‘\‘

Expermen\ta\a s\, 0

Slope: |
“Testingg : |

'96.7 ] ogen W5

”er--w  iam] k.60 47.38

b PRUE! ; t
‘” Amm-%-\u\mmm‘—qh

N 1Means are entered :u; upper lef't and standaro. deviations in lowef right of
JJ each cell. ; | :

K R |
[

¥ | .
4 J “

Bglope= 3% - X, + x3 + 3xu (Linea.r)  Second and third order slopes were
not calcula. ed. | | |
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tne least amount of testing that can give us the most amount of infbrmation. We
are already well apprised of the fact, as has been discussed above, that informa-
tion ahout a particular 1ntervention did not contribute to our understanding of
later test and school behavior, ‘Now we are faced with the more~genera1 question

of what kinds of antecedent information are most useful for predicting school

. ‘and test behavior. ‘

In order to deal cirectly witn tnis problem, a series of multiple
regression analyses were perfcrmed using fourtn testing cognitive measurements
as dependent variables ana, respectively, first, second and third testing
measures as Lndepennent variables. Tne results of 15 separate multiple regres-

- . —.—

sion analyses are reported grossly in Table T and, in detail, in thne Appendix,

Tables XXVIII, XXIX and XXX, - | - o
I '

Table T

Multiple Correlations of First, Second and Third

Testing Variables with Fourth Testing Variablesl (N=59)

Multiple R's®

Fourth Testing
{ Dependent
Varisble -

~ First
- Testing }

.m , e ' — V
l) Taﬂles of bcta weights can be round in Appendix, Tables XXVIII XXIX and xxx.

2) Signiricance of "F" test for rcsiduals. Levels or signiricance- - .05 -

- .Gl .
o ; 001

’J g *,_):*‘?: ”‘-'T;}T“(’““‘;;s;‘_ [ S i

" j&‘f:_,“_li_?\%néﬁ llﬁi—;_ .




| ticant with mnltiple correlations between .40 and .50, Although the
R good long-term predictions of the same tests vhen they were administered at
: measured toweras the end of the first year of public school were relatively

| directly mnde with any earlier testing of a criterion variable, it generally
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3

It ie rather striking how trivial the changes in the multiple R's were from year

to year.‘ The second and third testings added little to the efficiency of the

first’ testing variebles to predict SCHOOL ACH IV and ACT TEST IV. The relatively
| high and significant multiple R's for the BINET and the PPVT vere principally

" a runction or test-retest correlations ‘of the resnective tests (see Table 9).

The predictions of SCHOOL ACH IV .ahd ACH TEST IV were generally insigni-

test-retest stebilities of the BINET and the PPVT lent themselves to relatively

later times the variables of SCHOOL ACH, SCHOOL BEH, and ACH TEST as

indopendent of tne prediction variables. Thus, when the prediction was not

was weako

‘Table 8

correlations or.BINET I II, III end IV with

Fourth Teating Achievement Variables (N=59)

T m correlationa o; BCHOOL ACH, scuoo:. m. and ACH TEST with each of thj

.four testings of the BIHET are listed in Table 8. It can readily be seen that,

'1
the rourth testing inter-correletions of the BINET with the three measures of !
echievement ere no greater thnn the correlations of echievement with either
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BINET I, BINLT II, or BINLT III. This is fnrther documentation of the inrerence
tnat the bower of the BINET to predict achievement is invariant over time for
this sample. Another way of looking at th;s 1s in terns of the BINET test- .
retest correlatzons. To the extent tnat they are very high, subaects will be

ordered in the same way from one testlng to another. This test stabillty will

:put a ceiling on the abilzty of such a test to. adJust its predictiveness over

’listed in Table 9.

time. If aﬂhievement is effected by more tranaient beh ral‘affegts, it will

be relatively independent of BINET IQ

. 7 )

Stability of Aptitude Varlaoles

‘ Correlatxons of the BINET PPVT{ ITPA and VbMS over the four testings are

f

Correla.tions of Aptitude Variables- BINET, PPVT, ITPA, VSMS (N=59)

i : /

|  BIRET PPVT ITPA |
‘ ‘LI I 1IT II TII III
. o 1 2 1 3 1 e I 7 10
'l BINETI ] | T8 | 68 66 59 |
 BINET II . t- | .} 16 ] - 69 ].61 e
3 BINET III ‘ |1 60 | 63 TT% -
b BmETIVCO | ] ST 1 | 6k | 4o -
g | | e al N S D R
9 ITPA II L SR R B B : 83
10 WPA IIT - - ERETITOY 1= ORI EP. SO S ! A S e
11 vsMQ I “z 3 1 18 ~  13 29 $29 ‘37 “-L_aa L |

“ITPA Raw Score snd Stanford Bmefqga.a. with. Chronolog;cal Age partialed out,
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‘l’Tne correlatzons between nne BImbT aad the PPVT areoprogressiﬁcly lower as the

”chllcren grow older, starting at .71 in the first testing and descending to .51

in the fourth testlng, probably an 1nd1catlon of the lrnreasing effective
specxflclty of the PPV“ relatlve to the BIhET.u It is to be noted that the
‘. correlation of BINET I wzth PPVT II is slxgntly greater than the first versus

second test-retest correlatlons of the PPVT.; These correlations, along with

the descrzptlve lnformatzon that was alscussed above, indlcate that the PPVT is

qulte a dlfferent Kznd of a test for two and three~year-old chlldren than it is
~;for flve and 31x~year-old cnlldren. It would appear that, at the earlier age,
cthe PPVT 1s a test of general 1nte111gence, 1n splte of the fact that it is
‘much more spec;f‘c than a global test such as the BINET. |

Also of note in Table 9 are the extremely hlph correlatlons oetween BINET
‘VMA and ITPA raw score, with chronologlcal age partlaled out, Thus the ITPA

has llmztatlons simllar to tne PPVT 1n tnat for young chllaren, it tends to be

a giobal.test of general 1ntellxgence and 1t does not appear to have any speciflc

variance which adds 1nfbrmation to tnat whlch we already hava from the BINET.
found thls to be equdlly true for tne ITPA durlng the second and tnird
testlnga Bncause of practical lim;tatlons and the apparent d;m;nlshlng returns
: which the test offered, it was not adminlstered durlug tne fourth testlng.
| | BINhT correlatlons over the four testings range from .65 to .81 as
.ompared to 46 to .6k ror the PPVT. fhus, the more speciflc and shorter test
s predictably less stable tnan the longerL global test. Furthermore, the |
correlations of the BINET wlth the PPVT (. h9 - .71), are comparable to tae PPVT
_ test~retests Cud relations. This suggeats the problem of the confouncing of

reliability with stability. *r ve wish to study change, maximally reliable

fmeasures will interfere because the process of developing precision will

b/

T e

M TSR,
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necessarilj eliminate items tnat ereieensitive Lo unstebie oehaviors. Cohversexy,
measures which are more sensitive tc change will not pass. customary te sﬁs of@
reliability. As vadueble as the BINET has been, we would look towarda the
continued development or meaningtul Specific teste, such as the PPVT. Such tests
—will give appearances of being less reliable than more global tests, but they

will contribute more to the meaningful assessment of change.

T T e, et e e el e e T e s e £ e . -

Achievement Varisbles:

The correlatlons of second# third and fourth testing achievement variables
presented in Table 10, reflect a considerable amount of test-retest etability.
This drops off for the fourth testing, but ACH TEST IV utilizes tests that are
qnalitatively different from tne readlng readiness tests used in the earller
testinga. Of note is the near zero correlation of LEE CLARK III with SCHOOL
ACH IV and with SCHOOL BEH IV and the modest correlation (.51) between SCHOOL
ACH IV and ACH TEST IV. Test performance appears to be fairly independent of
teacher rated-schooi: anhlevement and behavior. This is strikjng in llght of
* the wide varlability within the sample (Table 3) and the ratner careful
directions that were given teachers to speczfically rate children on academlc
~standing among peers.‘ | | | B | |

The correlationa of BINET IV with achievenent variables were small and
)felrly constant. ( 3» - .h3) rrom test to test, test to rating, and testing to
testing. :

The correlations of the achievement variables vith each other and with |

'BINET describe nn empirmcal ceillng on our ability to predict school echievement.‘

v
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In order to evaluate the errects of an intervention that takes place over

a considerable period of time it is necessary to have knowledge about systematic

cnange of, in this case, achievement variables. But this is Just what. we have '
been unable to establish—-systematic or predictable patterns of developing
achievement., Until we can more adequately account for thne covariance that
connects preschool with scnool ;e will be hard put to convincingly discuss the
efriciency of preschool programs. “More concretely, if a'design calls for a
comparison of two reading methods, & necessary condition is that reasonable
predictions of reading success can ‘be made for either method or for both taken
tqgether. This problem has been discussed in another context by Kiesler (1966)
who calls 1t the ' uniformity assumption nyth.," Thne working assumption that all
- subjects are equally capable of learning now to read will inevitably lead to |
the failure of studies to show oifferences, even if they exist. Unfortunately, g
because of the variety of measurement problems connected With the educational b
study of preschool children, and the consequent inadequate varisble relationships,. |
we were forced to adapt an. assumption of relative uniformity. | | | | ?
The comparison of cross-sectional and longitudinal data, that have been
presented in this section and in' Tables Ty 8, 9 and lO implicitly raises
several rather crucial questions regarding the collection of meaningrul data. We

are, obviously, ‘not concerned bere vwith test-retest correlations of a particular

T T T MR S - >

e

test but ratner wuth our ability to predict and, therefore, understand ther

ingredients of successrul school behawior. The fact that we can produce rela-‘
tively high cross-sectional correlations is of rether trivial consequence if we , i

cannot demonstrate that the relationships shown have longitudinal significance.

RS,

G

There is much in our data to indicate that the longitudinal relationahips that

do exist are not particularly important for understanding school success,
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We have noted a mild but consistent tendency for children with higher IQs to do
7better in school but what is notewortny is that the erriciency ot the intelli~-
gence testa to predict achievement does not increase over the fbur teating
periods, in spite of the fact that the- test-retest correlations rise from 65
(rirat versus rburth) to .81 (third veraus fourth). Thus, increasing the
Aprecision or the BINET does not, correspondingly, increase its predictive
"erficiency. One might argue that while the BINET variance is due to both more
and lese stable components, the ability of the BINET to predict achievement
rests‘cnly on the more stable common components of predictor and cnitericn
measures. |
| , "The interesting question that this raises is whethen those children who
are successful (in a relatively unpredictable fashion) can be expected to have
J success-correlated IQ gains in their academic years ahead. Looking back at the
data, the correlemions ‘between slopee and current achievement are practically
'zerc (Table 11) which 1ndicaxes that presently successful children in schonl
'are not typified by any perticular 310pe pattern in ‘their prior behav1or.

It might be, or course, thet in the years to come successful achiev;ng
children in school will turn out to be children with higher slopes, i e.,
those children s IQs will tend to go up and low achieving children -3 IQ: will

’[tend to go ‘down. What. is fairly certain, however, is that the consistently

which have been found over a period of three years and over severel Qiff“”ent
medsures. 1eawe cOnaiderable room for variation in perfcrmance and are not
| _consistent With.the reiaﬁionships betveen intelligence and echievement of older

':'elementdry age children as they gc through the grades. o

. } N (
s b PR . R K . A s s
2 M e W i




LY -~ EPCEIY 4 - V'\;
<154~
o o - Zable 11 - o
| Correlations of Fourth Testing Variables (i=591)
2 3 4 5 5 g 5 g 0 1 12 ‘
1 BINET IV 5. 13 23 39 3 3 oT 11 k2 -
e PVI IV 05 1k 35 k2 08 : 08 09 b !
'3 TACS IV . b7 09 oT 02 36 oL - ‘ 10
b GacsIV. 1l W o 25 o8 31
2 SCHOOL ACH IV =~ | L 5L 51 42 0 10 -02 17 31
© SCHOOL BEK IV - .2 o1 18 o o7 33
T ACH TEST IV ' ! - 00 -13 03 .12 23
. 8 BINET SLOPE { g , 07 =23 )2 06
9 PPV SLOPE I 13 06 13
10 8IB ACH IV i , A B S 62 52
1l SIBBEH IV B g S 26
12 FAMILY IV T S S ’
13 A P s
l)

H*ha for S*B Aﬂﬁ and 813 uh% corrwlations, aud u-h9 fhr me ACH correlatﬁons.;

Note cﬁrreiamioa gremcﬂr tnan 025 significant at .05 Level.

T 3:»_\‘\‘ - K u' "lq‘ - . J", . ‘r”»‘fw"" ) ff
e i -

It is axiomatic thmc correlutians are as mnch a function of wroup variation
;as they are of variable relatioushlp. It could be argued that the ﬁample under
study is fairly homogeneous aAd the relatively low correlations between
aptitudinal meagures and arnxevement measures are more an, indication ot group

homngengity than they are of the inability ot the BINET to predict school :

fachievement or to be corxelated with it at,a coincidental testing period. Further-

——

mnre, the tnree—year period that the fbur testings cover can be said to have been

ruirly atable in that the 1ives of the ahildren 1n the study did not. change ﬂ
) appreciabxy over that period or tine, A ramily evaluation made at the time of

the rirat testing correlated with a ramily evaluation made at the: time of the

,rburth testing .62 (Table 12) which, considering the type or measurement and the

problemsrinherent in evaluating homes, is quite extraordinary, TheVimplication

TR s P
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ot‘this‘is quite 1n¢¢n.xst35s witnﬁﬁe'argumaﬁt that the children in -the study
aammle are relntively homogeneous and that this homogeneity is rerlected by the
inability or the BINET to predict aoademic achiovemant. The homz conditiona over
the threeqyear period were characterized by measurable dixrerences which persisted -
over. tima Furtnermore, the relatively consistent and high (and expected) test-
retest correlation of- the BINET and the PPVT over the three-year period
1nd1cate: a considerable anount or subJeet variance within the sample and over
.time, and thus suggestn that the relatively low correlamions of the BINET with
Aachievemont,‘and the‘ruct‘that the pred1ctive correlations are no higher than |
. ‘the cross-sectional oﬁes, conybesaid to be a clear indication that we have to‘;
fflook ﬁeyondthéninﬁr in the assessment of tie academic potential of children
nf siﬁildr toiﬁhose in our study sample.
| Furthermore, the test-retest correlations of the BIVET are practically

idontical with those found by Sontag, Baker & Welson (1958) in spite of the fact

! /- . tnax tney,report mean IQs of approximately one hundred twenty,for their

e 3; b, 5,‘andf6 yéar-oid ohildren. ‘They reported standard deviations quite
aimilar to the onea that e found and the size of their group (50) is practically

'the samz as ours.

Cohtemporaneous Correlates of School Success

Partly by design"and parﬁl&‘by circumstances, we sought and wefe able to
kobtain several measurements during the fourth testing which added considerably
to the battery of tests that were used in cne or more testings. The additional
"fdaxa colleoted during the fourth testing have already been discossed in Chapter

IV and listed in Table 2. Correlationn ot all fourth testing variables can

be fbund in Table 11, We have already discussed.the relationships between the
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verious cognitive veriahlea in our conaideretion of longitudinal errecte.. It
can be seen in Tahle 11 thut smrnl hon-eomitive muuru, tho Chi:l.d.ren'n
Anxintr Scalcs, vere not correlated,vith any or the eognitive vnriables and.vere,
thererbre. o: little value in ana;yzing the achool success of this particular
group: er children |

During the fburtn testing, the proJect starf interviewed the teacher of
'eacn study child end the teachers or each ot the sibs of every study child |
- 80 thet & generalized measure of family school achievement could be obtained.
In accumulating these deta we considered the average achievement of the
siblings both with (EAM.AGH) and- without (SIB ACH) the study child. The
—correletions ‘of SIB ACH end FAM ACH- with other fourth testing variables are
presented in Table ll. SIB ACH- has a near zero correlation with the SCHOOL ACH
of the stuﬁy child as well as with the ACH TEST score or ‘the study child. On
the other hand, both SIB ACH and FAM ACH correlate .52 with FAMILY IV, Thus,
although the aehievement or the study child is not correlated with the achieve-
: ment of the rest of the family and it bears only a.limited reletionship to
| FAMILY IV ( 31), there is a reletively strong relationship between the total
' evaluation of the fhmily and the average achievement level or the children in

ithe ramily This important relationship is broken down in much more detail in

Table 12,
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ble 12

R Corralutions of Variables Concerned with Home and Family, Nesg .

: ’J. ““’Warne;- Scale I _ B »
2 ramiLy I (Home) & o S | 62

3 Famt) I(Educa-"ﬁ S i |
tion) S P - I * 39

b Adequacy IV e M 6o 18 92 85 89 &4 g5

'5‘P&fént§ Recéﬁ, i o | ,
of Cpdla1v k2 32 T0- 43 70 71 58 83 .78

6 ind. Behavior | . , _ | |
~ of Child IV i ko 17 b6 75 87 65 T4 80
7 Marital Relation- o o |

. ship IV N 68 36 T3 63 19 60 719

8 Mother's Behavibr o | L L
Iv ;‘; | 61 41 86 87 8 95
y mbﬁhe%-child | a - T
Ml Y S

10 Fam‘ly Solidarity o ossm o 6 o1

| 11 Mother Attitude 55 46 | : 9

to Child v, : S o
12 Family IV ;j e 39 |

13 gohool Anh Iv ‘ff%*‘izV W15 28 bo 21 21 3 26 2 3/ 3
1k 8chool Beh Iv - 16 15 ‘05 2Ijk§9 33 21‘ 27 34 21 29 29
15 Binet Iq IV 5 ' @b 37 17 39 43 ,&6‘:22%4h5 hh 21 36 k2

i
il
Il

;' 16 PPUT ;V _: ,ﬁ, . ~:“2l 29 712 39;$3 Sh 38 45 52‘ 33 hsv .hs

i
|

a7 Ach Test IV | o3 18 22 Aﬁa ;16;,15 18 16 ‘12 28 23
16 Fem Ach xv*fffrvffgfif~': 3332 Wy 50 k9 33 43 k9 WL 57 s
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The eigbt ramily scales of the rour testings are highly intercorrelated

with correlations rarging rrom 43 to .92 and with & median correlation of
’.76 (Table 1a) The median correlation of the scsles with the total family
evalustions score is .9l and ‘they runge rrom <78 to .95. It can be seen that
the family evaluation scales can be explained, for the most part, by one
dimension which 1s strongly weighted by those scales naving to do with the

motner 8 behavior, and our perception of her relationship to her family

It was rather disappointing to find that both BINET slope and PPVT slope
were independent of all measures of family functioning and of the Children' s
Anxiety bcales. We were not able to predict the direction and magnitude or IQ
- changes in spite of our knowledge, over time, of family functioning and our
measures of non-cognitive functioning. Cnanges in a child's BINET IQ or PPVT
' i IQ over a three~year period must be attributed therefore, either to errors or
, i measurement or to extraneous systematic variance which we were un.ble to control
; l for or to measure directly At this time we eould have to conclude that in
tspite of the obvious limitations of the measurements used, measurement errors
twould appear to be the principal cause of indiv1dual variation and that any
Single IQ measure is as useful as the linear combination of the fbur. This

goes back to the question of using instruments that are excessively reliable,

to the exclusion ot ‘those that would be sensitiue,to other than developmental 7
changes. | ”

| These fourth testing eorreletiens are quite inconclusive and are
presented in this section for the purpose of speculating about the direc tions-
fbr future interventions and data gathering procedures. But in the absence of
.caretully collected dsta from other sources these correlations and resulting

speculations represent, for the time being, an approximation of the’relative
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Chapter VlII |
Summeryvand-Discuseioh:V dchool Behavior of. Disadvantaged Children

Introduetion

Had American psychologlsts taken Blnet's theories aud Speculations
| 1t 1s probable tnet we would have, today, a much clearer xuee/of the relation-
ship between mental retardation and cultural eeprivation and in generel the |
correlsates or social class and 1ntelligence. Further, it is entirely p0881ble
tnat we would have developed envzronmcnts powerful enouzh to intrude upon the
llves of selected groupe of intellectually disadvantaged chlldren in ways that
would reduce. thelr massive inabilities to comprenend and profit from the school
setting. Binet was not the first scientist to propose the notion that
intelligence is_educeble,'i.e,, it is modified by training and practice., As
we discussed in an earlier chapter, there is a curious history of efforts to
e&ucate intelligence, of whicn tae first pedegogical'record available is the
nineteenth century work of Jean-Marc Gaspard Itard, Tne story of Vietor, The

wlld @J{,of Av exron, is famillar (Itara, 1962, ollbersteln & Irwin, 1962)

however, Itard's prlnclples of treetment are central to thle dlscussion end,‘
therefore, should be mentloned. Itard was convinced that men, left unattended
is 1nferior to the domestic anzmel and, without human contact, cannot deve10p
as well as an animal. - Further, man's immtative instinct is the force which
'eaucetes his senses end 18 most powerful during early childnood and decreases
7with age. | |

In 1961 we received a grant from the Cooperative Reseerch Brench, “United
wStetee Orfice of Education, to study the "Errects of NonnAutomated Reeponeive
Environmehts on the Intellectuel and Sociul Competence of Educable MentalLy

Retarded Children.' We prOpcsed to locate a group of preschool chlldren drewn

- 160:7




- - experiences calculated t0o engender and reinforce attitunee, motivaxions. and

: \_llkelihOOQ that suoh children would develop intellectual and academic deficifgwe

rrom lower~claas strete of our. society and to provide them with a variety of

‘ cognitivc skills coneidered prereqnisitea for normal intelle‘tual and academic
rgrowth. More epecificelly, we were coneerned with scme of the ways in which

intervention into the preschool lives of‘loweruclass ehildren might reduce the

i.e., mental reterda*ion~-so frequently found in youngsters from such backgrounds

Severel charecteristics of this recearchimey differentiate it fgom prior
iand.current related*investigations~

1 Our eubaect population wae cerefully and systematically randomized
into experimental and control groups. However, in view of the probability that
control children received special treetments and educational cpportunitiee and
diecounting the notion ‘that they were truly a "null“ group, they were later
| designated as a "non«experimental" group.; on the otner hand, a fair number of
experimental children were - not afforded the fullest Opportunities to participate /
in the expcrimentel program. Thererore. ‘althougn execution clearly was
‘imperrect, an experimental design was maintained.

2. In the formcl eveluations -of subJects, "blinda" were rigorously
developed and upheld.h Our teete of "blinds,“ utilizing exemination of psycho=
logists who administered the various protocols employed, disclosed naiveté on
their pert as to which‘onildren were or were ot experimental.
| 3 SubJect attrition was insignificant.— Aftcr initiation of the
intervcntion programe, the project etarf was able to control attrition on
subdect population. Of 7h children who were rriginally eelected and took part
in the proJect, including both the pilot semple or lh -and the main group, g&l.f
completed their participation in ‘the formal intervention years., Of the 60

-~
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-Achildren from the main sample, only one child was lost during the one year
follow-up of cnildren in public school.‘

h A very high degree of pareni cooperation was maintained throughout
the course of the study. For example, two days rrior to the completion of the
project, 41 parents attended a social gathering with' the total project staff, _
Included were nonuexperlmental as vell as experlmental families., This
-assemblage contrasted rather dramatically with a recent attempt by several
parents to organize a parent-teacher association in a loecal public school. At
such & meeting, held in that school (with an enrollment of 800 children) and
attended by some of our own staff, only & handful of'parents‘were present and
not one teacher or school administrator attended.

5 From atheoretical standpoint,'it was our hypothesis tnat in studying
cultural deprivation we were also studv1ng factors that give rise to mental |
retardatlon. Several recent studies have made distinctions between true mental
retardation and pseudo~retardation, .e., psychometric subnormality is
indicative of mental retardation only if it is diagnosed as being irremedial.
It was our eontentlon that all children whose performances are mentally
retarded are, in fact, mentally retarded. As Binet pointed out long ago,
mental retardatlon is a state of current subnormal 1ntellectua1 functioning.
child who behaves intellectually subnormalaueven though he may have an intact
central nervous system and may be categor*zed as "culturally deprived" o

cultural—fﬁnﬁlial mentally retarded"~—1s as mentally retarded as another ehild
with demonstrable brain damage and who 18 functioning at approximately the
same intellectual level,

6. In testing the research hypothesis that intelligenoe 18 edueable and,

at least in some instances, low intelligence is a manifestation of & deprived
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culturel expericnce, ve were presented with certain design problems. The study

of deprivation and its relationship to social and school performance must, by

| its very nature, be either partislly or wholly retrospective. We cannot randomly
assign children to experimental and control groups and then systemstically
deprive the experimental children of certein experiences in order to observe
the effects of that deprivation. Our legal end morel codes demand that we
utilize existing culturalneducational situations and design studies that give
us indirect insights into the effect of deprivation. Stated another way, the
proper study of deprivation would examine the null hypotheses that certain
kinds of social and intellectual deprivation will not cause:dirrerences between
groups of children who are exposed snd those who are not exposed, Instead, we
are forced to study a less satisractory null hypothesis°' that children from
a deprived living situation will not benefit from a stimulating school
Acurriculum. This hypothesis is less satisfactony because it puts the burden
of proor on the curriculum that is used rather than on the deprivation which
is the obJect of the study. The significance of this latter approach is that
deprivation ‘cannot be systemetically controlled and therefore, cannot be
| considered to' be a true experimental main effect. The main effect was the
presence or sbsence of a preschool program upon children described as deprived.’
Xn sumnary, then, our study encountered methodological problems and
i?utilized certein procedures that mey warrant the attention of other resesrch

vorkers engaged in similar endeevors.
Summnry and Implicstions“ofiDsts

It‘is;sppropriate,cat this time, to discuss end speculate ebout the datav_

‘presented and. snsly:ed in previous chapters. This study did not demonstrate\‘
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- major differences on objective criteria between experimental and non-experimental
groups. 1his conclusion leads one te consider other studies that have recently
reported significant increments in measured intelligence and other indices of

intellectual competency, working with children of approximately the same

chronological ages and socio-economic backgrounds and utilizing "stimulating
interventions" to obtainiobjectives similar to ours. Most recent studies have
been,hany in their reporting of subjeet attrition, adequate control groups, |
randomization of subjects into‘various treatment groups, and the utilization
of "blinds" in the assessment of children. Absence of any of the above factors
nay present anfillusion of change. For example, positive changes in experi~
mental groups (which our study is able to demonstrate), without direct
comparison witn randomized controls ,can provide the researcher with hazardous
results. Further, there is good reason to believe that bias, resulting from
prejudicial knowledge about the group membership of a subject being tested, willr
aifeetscores. This study has again made us witness to the extraordinary
difficulty and complexity in conducting "clean" field research--notwithstanding
attention to the aforementioned factors involving controls and "blinds." The
|

fbllowing may be illustrative of the almost necessarily muddied nature of
non-laboratory research.

In the spring of 1964, our proJect starf learned for the first time,
that we may have unwittingly created an unwanted "quasi-experimental" group
affecting &-significantly large number of so-called‘non-experimental children,
Quite ironically, our success in gainingvthe confidence of parents of
experimental children and persuading then to remain in the proJect (instead

of the alternative decision, the public school kindergarten) caused the

development of a unique situation in the local public school. On several
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visits to this school we learned that, as_ afdirect result of our project--the
removql of large number81or cnildrenvwno otherwise would have attended that
school's kindergartens--these classes were able to maintein enrollments of less
thén 10 children in each., Added to tinis complicgting and unexpected situation
was our observation that the kindergarten program at that school--at least
partially resulting fromvthese,very desirable,eﬁrollments~-appeared to be a
highly effective and enriching one,

Although all of the above presents tantalizing and, to be nonest, painful
rev1dence of the vicissitudes and complexities of behavioral research, and
altnough we can do nc nmore than_analyze grossly and speculate about the condi-
tions this irony created, it may -be important to ask~-soméwhat‘embarrassingly
at this point--which children were the experimental and which were the
non-experimental, if this distinction can still be made. The obvious implica-’
tion of this question leads directly to our dec131on to analyze changes in our
study p0pulation, irrespective of placement in one or another of the origxnal
treatment grcups. - I

Durlng the course of our research we realized tnere was g partial loss
of control of our experimental-null group design. bubsequent data analyses
revealed that variables, other than the presence or absence of direct
interventions, were correlated with intellectual and academic changes*among
study children-Qin both positive and ﬁegétive directions. The above finding,
Aperhqps our most significant contribution to»thevsfudy‘ot the nature and
correlates of intelligence,rleads to the.salient“conclusien of'thIS"Efﬁ&&:i

As discugsed in,aﬂprev%ans"cnapter, 1t(;as round that deprived children-

. from the most unstimulatad and disordered homes began our proJect ‘with lower

abilities, as measured in our formal evaluations, than did deprived children ~
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from more stimulating homes, Further, the,children from the homes with greater
family iutggrity maintaihed their superiérity--without regard to whether or not
they received special educational interventions. ‘'he conclusion is obvious
altndugh not consonant with current federal and community policy and action.
The mere attendance at a preschool program for disadvantaged children does not
appear to be, in and of itself, sufficient to prevent the massive learning and
other disabilities associated with thé effects of cultural deprivation., |
The Economlc Opportunity Act of 1964, other federal and state legislatlon,
and the swelling clvil rights movement have resulted in heretofore unheard of
attertion to and financial support of programs for the disadvantaged. Although
all or these programs must understand the important influence families have on
children, there has been no substantial involvement with the home. Instead
they have dealt directly with chlldren in tradltional educatlonal or neutral
settings. Ob*aining from what we have observed to be & deliberate strategy is
the recent aational empha81s on He&d Start programs and the current attempts
to bus deprived children into what are probably more favorable suburban school
settings. Both of these aforementlonea programs partially result from sirong
convictions that intendive and superior educational interventions can circumvent
or ameliqrate cognltivgwqu,motivatlonal‘disprdersfcertainAchildren develop as

& consequence of liying in deprived communities,

SR hinférenceS-rrbm our data revealed'that disadvantaged children are

influenced more by the home setting than by the‘external manipulation of their
school environment. In light of what we believe to have been the face validity
of an ghriched,prqqghppl_grogram, the inability of this program to produce
measurable difrerences between experimental and nonnexperimental children causes

us to suggest that it is not enough to provide prescnool diaadvantaged children
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with an eanriched educatlonel opportunity. Families need a great dealrof help
toward becoming stronger end be